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. INTRODUCT | ON.

~ v

The F{rst-Grade Reading Groue Study is an experimental examination of

oo ’ - L

teaching behaviors and their effects in first-grade reading groups. Thé specific
v ’ . L

teaching behavior's of interest are those defined by an instructional model for

small group ins*truction (summarized in “the appendix). The mode! consists of

several principles which-previqus research and experience had suggesTed'as

being associated wiTh learning'gaihs in children, "especially work done in the
Early Chi | dhood pregram of ‘the Southwest Educaflonal Development Laborafory (1973)
and the*Texss Teacher E‘fecflveness Project (Brophy and EverTson, Note 1).

The principles in the instructional model were presented to a group of

. first-grade teachers who were asked to implement them in their teaching. A

- -

comparable group ozafeachers who did not see The'pr?hciples were aekeq to teach

Both groups are being=obser5ed, and information about

.

as they normally di
their teaching is recorded with the use of the-coding system described.here.

When observations are completed, the data will bescorrelafed with the learning

‘.gains of the children to determine if the hypothesized relationships of teacher

o EéhaVTOFs'To ¢hiid Tearning'are"cbservedA Tt R - B

!

The codlng sysfeg,ﬁsed to collect ThlS dafa was desngned specuflcally for

&

this sTudy, alThougH severaT caTegorles were. adapfed from fhe’ Brophy—Good Dyadlc

Interaction Codlng Sysfem (Brpphy and Good l970) The coding system for the
*.ng, .
present sTudy isa crnTerlon-referenced measure, in that it focuses on particular
v [ c, ’ o : L]
behaviors:of importance in this study. It is not jnfendei as a system appro-

O

priate for every classroom study, &lthough perTs‘of»iTvare applicable for generd|

-

bad




‘ . N \ \C
us€ in the early grades. |ts primary purpose is the collection of data to .

-
. .

test a épecific set of hypotheses, thosé derived from the instructional model. |
* .‘ B - i ’ . * L , © |
This coding system is to be used only in reading groups and only to: . }

.
.

measure public encounters between the teacher and individual members of the
s . , ..
. .

class. There are two kinds of forms used, a high-inference and, a low-inference

¢ - -
coding sheet (see appendix).. On the higﬂginfereqce s?%?? are checklists and
rating scales describing various events which do not |nvkoe'in+erac+ion§

! beTwegg a teacher and a single Ehlld within the context of The’?eading grdhp.
The ldw—infereqfe fheef\is used to describe éach step in'ag/ﬁnferapfion'be:ween
‘the teacher and an individual child within the context,of the reading group.
f ~This involyes both academic:in+eracfions a:: behavior L/inferacfiéns.

The first page is considered to be "high-inferenc®" because most of the

o : ) . . P
measures require an overall evaluatjon of ‘events sych as transitions, ex-

. - . ] oo

U planations, and oveﬁvieys, while the "Iow-inﬁere?ée" codihg sheet involves ®
. ) §
checking categories to describe exery aiep TakgA in an interaction, without

¢

imposing JudgmenT as o approprlaTehess or effectiveness. The latter is more

.
.

. /
descrlpflve than Judgmen+al anJ inferenflal .

Dne and;pnly one hlgh-tnference sheet is to be compléft’ for each group

" observed. There is no timit to theAnUmber of low~infer
>

ince These represent on901ng lnTeracT|ons which '

. A new low-inference coding sheeT should be sTarTed for each new group and for

ce sheets used,

[l vary in number and length.

.each change of confexf within a group. Both sheets may be used simultaneously,

v - . N
I3 - -

‘Vonce a given low-inferénce sheet is started.for a groupﬁ

\
The identification information aT*T?f top of the forms should be completed

LY -
! .

C S ' - T . ; o
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for each page. This includes the names or code numbeﬁé of the teacher, school,

reading group,.date, start +ime and stop time of observation, coder's initials,

) - -

and the number of children in the group. In ‘addition, the low-inference sheet

»

must contain the group order (such as "first seen out of three groups') and

Y

the academic context of the lesson (these categories are described in a later

~

-
.

section). - - ) N

Throughout ,the coding manual, in order to avoid confusion of pronouns,

—

"she™ will refer to'the teacher, "he's to the student, and "she/he" to the ~

«

coder. . - .

Note: ‘To facilitate understanding, it is recommended that readers

.

first review the instructional model and study the coding sbeefs‘in the s

e

. 9
Appendix. Because the coding systém is designed to measure teacher ,

°

Fmplemeh#afion of the instructionall model given in the Appendix, Théﬂ
rationales underlying each aspect of the coding will be more apparénf‘

if readerﬁ\are familiar with +he model.

* ‘ r'd

e . . - 2.
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PART 1:
]

Using the High-inference Coding Sheet

-

Information is recorded on this sheet about the following:
t
[ Af}enfion-geffing during transftions and in the readingu
group - - ‘

2. The use of an overview to precede th€ lesson

3. Breaking up the group for academic [easons
kY

4, The use of a student as é mode|

5. Appropriateness of seating
r
< . \ . .
6. Demonstrations,and explanations

°

7. Presentations of new worg§

8. Choral responses and group call outs

9. Unhdesirable questions -



o e

¢
-

. I ~ 5
Time measures . / : L },

/

i
r

The total time elapsed durtng coding is kept by noting the start Tlme and .

— ’

-stop time on *the high lnference SheeT\ The start time is The beginning of
any transition to readlng gr ugf and The stop time is taken when the group

is dlgmlssed. (The sTog Tlme fof +he high-inference sheeT wnll be the same

Ay

as’ ThaT on the last pagé of low-inference coding, but the $tart times w1ll
¥ s - —_—

always be different, siéceisome coding is done with the high-inference sheet
< e . & I3

before the low-inference sheet becomes applicable.) -

' Other time measures taken on this coding sheet are described in the /4!
o’ sectiongon aTTenTzon-geTTnng under the headnng "Time elapsed before, beglnhlngq
‘ £
of group lesson." A
/
!
- aE Attention- qefflngfdurlnq Transitions. and |n the Reading Group ' %ﬁ o “
R ” o . LV VAR
N ' . ‘
ATTENTI ON-GETTING ves o - |
Y TRANSITIONS: — — } . . !
’ ” ' I. “ipdivid=Youtine 5 {
.. {, — A : !
, - I bel | 2. group is signal 4 ;
- - 2. lights - y__ 3. other i
3. verbal T . é
time to group © 4 Individ-routine afTer sngnal :
time to T, —— 2. oOther
total number .
beyond -
routine

7 child attending | 2 3 4 5

no individ-corrective ' ‘

0% f00g, ] .
IN-CROUP [ vyes | o |
' . i individ-routine
time to lesson I. bell 2. only indiv corrective

A ‘ - 2. lights 3. ether,
: no. of ipdiv/ ’ 3. verbal

\_. . correct . 4. indivig-rout after sigpal

\L- % child attending 5. other

§ 2 3 4 5 fotal number B
. 0% 100% - g N )

- 10 -
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In this section, the coder indicates whether or not and how effectively

Tﬁe teacher used an attention-getting mechanism in either or both of two .
= . . .
situations: the transitional period preceding a reading group and the . -

beginning~of a lesson once the reading group has assemblied.

An attention-getting mechanism is defined as a signal delivered_fg én

. . » . . b‘
entire groupgfo the whole class for transitions to reading group or alternzte )

dctivities, and to the reading‘ﬁroup‘for in-group aTTenTion-geTTinq/{ The
signal is ‘given to indicate that it is time to change activities (%or transitions)
or to pay attention in order for the reading lesson To.begin (in<group

activities). The signal does not deal with academic or social é&nfenf, but )
is purely a procedural message. |t may be verbal ;r non-verbal.

| The TF;nsifional period is THET time when the children are to move fo

the reading group fvom agofheriacfivify orrfo begin an alternate ac}ivify
——while the_teacher woéks with a reading group. It involves the entire class:

although every individual may not move during every-transition. When an

attentjon-getter is used during this period, its meaning i% to signal the.
' '

children to move/to the next activity for the next block of #ime. Examples
of aTTenTion-geTTers/}or transitions are, "I'm re far the 6reen group", and

"Tigers, come read now while the Lions have center time and everyone else
Y v . s

does seatwork." The use of such signals implies ‘that the children know .
. ) . .
what to do when given such a cue. A -

>
-

£Y

-

= " The in-group signal focuses on a reading group that has i3§+ assembled. -

. ) g
'An attention-getting mechadism in this setting is a signal given at the

beginning of the lesson (before teaching has actgally started) indicating that

‘
°
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i+ is fime to listen and pay attention. Examples are 'May 1 have your attention

EXN

‘ . now?" and "Ready, Tigers?" ,

. The coder sholld indicate in each section (+ransitions and in-group)

whether or not a sﬁgnal has occurred by checking either "yes" or '"no".
) . ‘. o °
Other- items in this section further describe the attehtion-getter and its -
" effectiveness. N ’ L

035cribinq The Attention-Getter: . - . .

If the use of a genaral aTTenTnon—geTTer is coded by checknng yes in elfher

€
or both of the snTuaTnonS,Then one or more of the items IrsTed below The yes s o
. “
should be checked by_numbering their order of occurrence. \f two things ' ’

occur together (bell followed immediatety by verbal signal), list both as
- "|"  indicating that they occurred sidhifaneously or without any space in

-~ --—, - --between for the children to respond. If two things occur with intervals

. A ! z
.

between for children's response, Jist as "I" an 2", |f a signal is given, -

&

then repeaTed later after the chlldren have begun to respond (to remind them),
L 3

. then write “[,2" by +he item. The idea is to keep track of the sequence “of -

evenTs but #d’consnder signals’-that were presented together in’ Tnme-as

V4 ] - .
one occurrence. . ¢ A .

.
.h

The types of general aTTeﬁT;j;;geTTers that may be used are the_ same

-

for both transitions and in-grou attention getting, and the list of

v -

' alternatives repeated for each: . . . \\//J
. . Bell: This includes any type of non-verbal sound, such as a ell,
whistle, knock, clapped hands, etc. v

2. Lights: This is checked if the feacher uses fhe room lighving in

some way to get the children's attention.
- - 'f '/

v




. .
> s

v 3.~ Verbal announcement (uerbal).
Ay " - . . - <
anything to'the entire group to the effect that they are to pay’ attention

This is checked if the teacher says

and either move or get ready for the lesson.

The phrase spoken by the

teachér should bé\noTed’in Thé blank if this item .is checked.

content of such a verbalizajion is procedural

The

N . -

v

“such as "Time: for ..." or "Start putting away your games and go to

. your next center."

¢
This may occur with or without one of the other

types Qi sighals, such as bells or clapping.

4, _Individual contacts following attention-getter (individ).

jtem cannot be checked, without another item

This

in the same section also

-

being Eheckéd.§i$$ indicates that after a general announcement or

signal,

atﬁé'feaéﬁbr routinely contacted individuals or groups of

individyais in the room to carry out the transition or get everyone's

, : ‘ i «
individuals 'in order to correct them

-come check you."

attention. This is

L 4

effort to see that the appropriate actions are carried out.

ol

gof Ih‘ofher worda

and expecT the dﬁlldren To know where to go-or does;rof expecT them

go onhdU?#sdme further |nsTrucT|ons from her.« The

-

'She Then makes a round of the room

rouT}ne, meaning that she does not contact

K

Thé ‘teacher might ‘say to the entire group, "It's time to start reading

see l ng every’

The Teacher does not JusT make Fhe announcemenT
#d .

For examp

, not academic or social,
‘ . N

L]

but doea this as part of a sysTemaTih

e,

,~gr0up,aCTlVlT|eS now, Start cleahlng up whaf you are d0|n£ and I will P
child and then glVlng furTher"dlrecflons as to where ThaT child is fo

To

eaminCmT%Lwe

I

conTacTs delivered only to those |nd|vtduaJs'noT behavnng appropr!afely.

2

’ '“"\,v -] . -

s

|
|
P
|




-They are rouflne and delivered-as a maTTer of course to everyone or

.

almost everyone following a general announcement. ' ﬁ;ﬂ,/——*"’rj

- l
. . <

A

5. OTher attention-getting mechanisms (other). 4This item is checked \
» and The‘behavior described in the blank for.any other type of attention~
getting mechaniém direcTedvaT’The entire groyé Ain_question which does

. \
not fit in any éther cafegories‘qefcrjbeé above." ‘ R

If there is not any'nse of a general attention-getter, this is”recorded

3

by checking no.in either or both of the two situations (transition and in-

group). " In addition, one of the following alternatives should be checked o

o«

to indicate how The teacher did deal with fransitions, fo readlng group

s

activities - or getting aTtenTnon once the ¢hildren were in the group. The

-~

alternative Ways of handling this when no general attention-getter has BEen
used are different for trdnsitions and in-group attention-getting, . .
& .

Transitions: When no general aTTenTion—geTTer has been given, the

alternatives for transition periods are: —_— >

) .
-
~ - -

, I, Individual: routine (indiv-routine). -The teacher routinely (in a

non-corrective fashion), contacts each student or gr3th of students to
tell them that it is time to Ehange acTiviTIes.h She does not precede

this, with any general announement. (|f she did, the behavior.would be e 3
/

coded\@s Yes, with individ-routine &fter signal checked.) : o«

T -2‘\\§roup'mofion'(groug). This is applfcable only for reading groups

o« occurring after the first group is disnissed. In this casé,‘%ﬁe . '

. -

. breaking up of one group serves as the only signal ;that a transition
is about to take place.” Thé children respond o this signal by changing

. groups automatically. The teacher does not expecf to make sdndividual’ .t

- .

confacts except as a corrective measure when some children do not follow

’
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through on the signal.

3, Other non-general announcement (other). This category ‘includes
any other way in wh[ch.The teacher signals the class that a transition
“is to take Eléce,wifhouf making ﬁ general signal to the entire grpupf

The behavior should Be describea in The space provided.

In-qroup aTtenTnon;gefflng, MWhen no general aTTenTnon~geTTer has been

ég@yen' the alTernaT\ve ways to galn aTTenflon within the group before begln-
ning the lesson are: T 74‘, . ,
' l. Individual routine (iﬁdkrédTine). The.Teabher speaks Té each child
rouTInely befor€é starting the Iesson, but never makes a: statement To'
The entire group that ;he lesson is abput to begin. These lnd|v1dual
“ contacts may be sccial in nature or academic .as well as proc€dural

(such as checking each child to see that materials are ready, asking

about sométhing bersonal or checking on completion of assignments

.
»

at a IearnlngtCenTer before coming to group). Thése types of statements,

however, d0 not have anyThlng to do wnTh the reading lesson per se.
. !

They are the teacher's way of,JeTTing eacH'individual‘child know that

~ -she is about to begin.

<

-

» 2. Individual ecorrective (ind correct). This is checked when the

TeacH er makes no statementsto the whole group that the lesson is about

{

° to b%gin, but siﬁbly s%arTs to teach. The only signals for attention

’n . . N . 2

| .
are del'ivered to individuals who are not attending, and therefore the

~

°signals\e:e corrective in nhature, rather than rbutine, since not every

+ child is.confacfed. If the }eacher does not have to correct anyone, but

-stTill|does not make a statement to the effect of "let's begin now,n

this {tem is checked. ) - -

>
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3. Other non-general annouhcement in gro&p (oTher) "This cafegory

includes any other method used in The reading group to geT aTTenflon

_ that does not involve an announcement to the entire group or elfher‘of
- - . > - .

the two eBTions listed above. The behavior should be described in

the spaceﬁprevided.

Total Number &f Signals

&

The number of times a teacher utilizes a signa’l for transition or atten-

Tion-geTTing‘should be entered as the total number located on the coding

sheet below the list of attention-getters. This is a count of the total
v v

number of sngnals addressed to the entire grOup in quesflon, not

s ‘s‘* 4

%
|nd|v1dual contacts. The number entered’ here represenTs both a ser|es_

’

¢

¥

of several signals and also repetition of The sanm signal spaced in time,

£

An example of a series is ringing a bell; waiting, shouting, rifging

jhe bel |l again and sﬁeufing again, with ntervals- in between each signal
, . x »

° AN

e 2
for the children to act. (This represents a total number of five.) An_
¢ . )

example of repetition of°a signal over time is ringing a bell-three times

with intervals between each. —(The*0f3|'nqm5er here is three.)’ "To*

~

be cqi%fed as separate aT#enTnon—geTTérs These signals must be
spaced in time. That is, if fwo types ofvsignahs occurred Togefher ‘
g v
and were noT repeaTed they would be considered one signal. For example;

rnngnng the beII and then snmulfaneously sayué%; "Time for the: Tlgers" with

no other signals represents a total number of one, even Thougn two

&

types of signals Have been used.

v

When no aTTenTion—getTers have been usg¢d, the total number is zero.

- )
4 .
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\Tinﬁ Elapsed Befbre Beginning Of Group Lesson ‘ :

¥
i B -
- M o ‘ < y v s

There are two time measur§§ofaken during the fransitional period, and

»
\ o> v - )
one taken when the group has assembjed. These three measures are recorded

S . . .

to the nearest hal f-minute.

v . . “ . 5"

<

A During the Transition, these inTervqls“are timed:

-
\

l. Time to group. This is the time from the first indication The teacher:

TR
gives that a\qsadlng group is to. begin until all’of the children in °.

, the regdlng group are assembleds |f the teacher uses a general attention
geffef, start*“timing as soon ag she gives the first signal (for insTance,
o " . when she rings a bell). If she rcontacts children individually instead

of using a general signal, start timing when the first child is contacted.

. ’ Stop timing when all the children in the reading group are assembled,

4

regardless of how chaotic the rest &f the classroom is or where the

~.  teacher is. \ , -
P . . \ - .

2., Time }ttfeacher‘(Time to T.). Thi® interval begins when time to group .
<y s . .

- ends. IT is the Time"beginning when all the children are assembled & -

;R\ithreadlng group unfll the Teacher arrives in the group. Start -
timing as soon as the T%sf child reaches The group, and sTop flmlng
as sooh as the teacher arrives fo sTay. [f the Teacher‘arrlves.beforé‘

-

. or at the same time as the last chjld, the time noted is 0. If there lg

\ . E T .
2 gap between the time the last child arrives and the time the feacher
arrives, enter the time in the blank marked Time to T, and then decide

if that time gap was routine or beyond *the teacher's confrgl. ¥ the o

o :*_{ . "v~ . . ./\, . - . - o
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“
L

l noﬁ;in the group, correcting children whp\are misbehaving, or doing
LA el -

" _something else?}Oujine, check routine, |f she is late to the group
_ .- . oo —_—

ot 7%§ecause;a child gets sick, she gets a message from the office, or
r + “:') *I /‘

something else occurs over which she has no contr |, check beyond. When
~ - -~ T .

the &rqggﬁand féacher have. assembled, the tast pree1essoh Time is

»

. - +

N i .
measured: o . e D
., ..

- "3, Time to.lesson. This"item measures the interval beginning with the

.

teacher’'s arri@é\ in the group and ending when the lesson begins. The
LY )
. )y * @ ' :
+ beginning of ThQ-lesson is defined as the first academic content

delivered to the group as a whole. The interval measured Jjust before

A
b
M “

4 ro. -
o, ;;,is point includes activities such as passing out books, making sure
¥y ~ ®children have the right materials, and getting the children's attention.

; _|f the teacher starts feaching as soon as the las¥ child arrives in the

’
() . R n

.

group, thendthe time to lesson is O. The end of Thisrfime_inferval

marks the beginﬁing of the time recorded for response opportunities on

-the low-inférence sheet. ' .

Thfs +ime-1ine summarizes the time variables noted on the high inference

A
»

sheet: ‘
P - A -~ . ’ -
. . Time to ' Time to ' Time fo
l group_ { Teacher lesson |
:" AY ' '. B l ‘ '
‘  TJeacher's All, Children Teacher , -~ Lesson
first in in group starts
signal group ; BT
vq N 5 or -
l .
| . . J
o P -’"
< . \

teacher is goiqg around the classroom giving assignments to the children




A
-~

tr

- , . .

.o

. Number  of Individual Corrective Contacts

" The items listed in each section as no. of individ-corrective are

\
frequencies. of corrective individual contacts the teacher

has with the,students. Such contacts are used to get the students to give

directions, either to move 16 a reading group or an alternate activity

during a fransition period or fo pay attention orice in the reading group so

« .
that the lesson might begin.

in-group attention-getting efforts should be considered separately.
During transitions, count the number of different students ontacted
{not total contacts) because they were not moving appropriately during the

)
transition., These contacts may be verbal 'or non-yerbal (such as a shove

or. a pointed finger)-and must be related to the desired transition. Any

. ., re N Lt . s
social, academic, or roufine procedural contacts®océurring.during tHis

—

pegkod should not be counted. Note only the behavioral contacts directed

%
students to the reading gre\P or to alternate acT1VIT|es

at the behavior epecified by/7ﬁe attention- geTTer whx" involvés moving. -
\.

“%hese correéTIve
¥ e
contacts are only tallied here and are noT recorded in the Low-ifiference

behavnoral section. »
L] 7 \ a

children contacted because they were not paying attentign at the beginning
of the group before the lesson had acTually began. Thése contacts mist be

non-roufrne and may be made by The Teacher at any ime after the children

have assembled in The readlng group and prlor to the beginning of the

-

Iesson.' They may be verbal or non-verbal anq must bé related to getting

4
-

As in the previous two items, fransitions and

the group under way. These corrective contacts arg only tallied here and are

[l

\

e




a 4

.

: not recorded in the low-inference behavioral section. Later aTTenTIon;geTTing
— ) -
contacts that occyr during the course of the lesson are recorded in the low-in-

ference behavioral section and are not tallied here. . T

@ ‘ \
Per Cent Children Attending.

’ x ! > .

! . A flve-pOInT scale labeled % child attending, appears for both the i‘ﬂ .
S ‘ , .
transitional ard the in-grodb siTuaTions. These twe scales are completed

- 2, \ R .

'for,each readlng group observed.-

Each scale measures that percentage.of the ToTaI group involved (elfher

2 .

%entire class or readlng group) who reacted approprlaTer to the teacher's

|n|T|aldem$nd for Tran51T|on or aTTenTnon within the group without requlrlng r
‘ ;épeflflon of @ g/gnal or individual correctjvé conTacTs ‘ These items are \
’—‘_ﬂm_ﬂ—n;§ éguzo%plefed regardless of the method used by The teacher to gain the
S e students' attention. |f the children were expecteg to respond to a generél ‘
L - a+TénTion~“e%Ter (bell, lights, etc.), then this item measures the peﬁcenfage . X
of child:én did respond to the initial signal appropriately. 1f the
teacher made routine individua{-con%acfs after which the children were
T expected to respond as directed, then the scale measures the percentage /7 t'
of children who respondeé(@ifhouf further instructions. |f the Ieacher made
} o general sng:gl or r&uf 95‘3ndivﬁﬁual contacts but still expecféd attention, .
. Then The/scale also meéé ;es the p§rcenfage of children responding approprlafely
'lonl(TfanSlflon and in-group), choose the point on )
e Tha{ most accurafely reflec;; the percenTage of ch:ldrenb
» onsnderaflon (whole class for Transnflgns and read ng o ) '
o ' o

—_— i\

0 orrecTu conTacTs . k . ' L
: ./E * o . ‘ b ' ~
\ RSS .
, \ : \
)
. /401 . >
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2. 25% of the chlldren aTTend erhouT repeti¢|on pf The SGSpaI

or correcflve conTacTs B . .
3 ) ! )', < 5" o F ~“J ’ -
20% of the children attend without repetition of the signal or

¢

corrective contacts ; '
“
A

4, 75% of the children attend without repetition of +hq signal or '
> -t - . ¥€ : » - [

. - - F 4
¢ Q%;recfive contacts - -
- . ' ‘ "‘

5. 100% of the children attend without repetition of the signal or

I3 i 14
corrective contacts
' ik

%,

2: The,Use of an OQerview To'Precede the Lesson -

- ¢ . - ’ . o

R — - -
OVERVI EW: : . : . -
contént: I. no instr. content 2. mech ‘ 3. specific content '
motiv: v 1. nej ——2. none _____ 3. nonspecs pos. 4. specuf _pos. 5. bofr
voice: |, el 2. bore 3. neut ___ 4/ pos ___ 5. gudh
effect: . nej 2. bore 3. neut 4 pos . 5. excitement
. N &
’ - .-

3
. ¢ . : : . R : -
The teacher may or may not presenT a sTaTemenT at the beginning of the

LS
.

lesson that serves as an dvérview. An’ overv1ew is defined as any statement

|nr+he future tense Wthh prepares the chlldren fon'whaf is to.come wn The
lesson (such as, "Today we will..."). The overxlew |§ examined for its.
. instructional ‘content (if it informs the children. about what they are

L]

¢
gonng to do) antl its moflvaflona1 conTenT (if”’ |+ tells the chlldren about

S

S how they will like or-value the content of the Iesson ) The set of |Tem$'

PR,

» 2
labeled confent,refers to The insfrucfionél aspect just described and the

v -
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ITems ‘labeled motive are used°+o describe the motivational aspecT The
.
seTs of items: labeled voice and ef fect further describe the overviéw when

Y +
.

o

it occung; - $

The Instructional conTenT of an overV|ew is deflned as sTaTemenTs about

Y

the acTIV|T|es in which® the- chlldren'W|ll parTlclpaTe durlng ?he les;on. Theré‘

)

"are Three i tems wh|ch déscribé “the SpeCIfICJTy of The lnsTrucflonal conTenT

~

of the lesson, The coder should compleTe the item by thé@klng The appro-

pfiate number, "One‘and,onl1>one Ttem of these three must:be checked for each
. a . A

reading group observed: e L

. No instructional content .{no insTﬁ conTenT) This‘ls checked if

2

R ’

There was an absence of an OVerV|ew with |nsfrucT|onal sTaTemenTs

2. Only mechanlcal c0n+en+ (mech). This item is checked if thg,ieachey

BRI

says something about the futgse events of the lesson but only’
mentions the mechanlcs involved, Such as’"Today we will read the.
next sTory." or "Today we will do exerclses 3 and 4.7 When this

item is checked, it indicates ThaT the Teacher dtd not say anyThlng
) about the actual content to be learned. ,1 ¢

- -

3. Specific content to be learned lspecific content)., This item is’

checked when the teacher says something about the actual content

v f o ¢ ¢
to be learned, either in additions to or instead of somelhing about the

\3 | ! . : .

mechanics involved. (lf the teacher includes bofh'mechanlcaL content

and specific content in her overvnew only ;pe0|f|c confent IS checked )

Examp les of Such ovérviews are "Today we are going TQ fearn what "

happened to the people in the story." "Today we are going To review
the vowel sounds." "Now we will learn some exceptions to the rule we
a N 4 - L. toe '




- studied yesterday." . S

The motivational content of the overview is the extent to which Th@

[y

teacher presented a purpose for the lesson before beginning. This is-
,defined as a statement By the teacher and is not to be implied from the tone
e r—— X . /

.of the voice, facial expression, etc. One and only one of the following items ‘ '

must be checked for each group observed. Th% item that most appropriately
describes the moTlvaTuonaI content in an ovngIew sTaTemenT

) . Negative expecfaflon (3955 The tgacher says that the task is
unp.leasant,that the children will fnot understand, that not manys
children are expected to get it, that, the task IS a punishment for
Y . something else, efc. The message of fhe overview is that fhe
task ahead is not desirable. f(Examples: "We have to learn this
rule, and the sooner we get s the sooner we will be finished",
e L. "l Told you that if we didn't get this _story read yesferday, we
~ & °  Fwould have To finish it today, so here’ we are, and we have to read
« " and "We are going to review our vowel sounds today, but | .
don'f*fhlnk all-of you wizil be able to say them.") '

2. No purpose menfloned and ﬁ@&expecfaflon of enJoymea¢ or boredom .
mentioned (none). The teacher says noThlng\abouT the expected e
reaction to “The lesson or the reason for d0|mgf4+"’There might
an instructional overview givens without any moflvafnonal sTaTeme 'S
made,, such-as "Today we are going to learn a sgund that the letter\
a makes. Open your books, etc." If 'no statements are made as to '\ ‘
reasons for the lesson or future advantage or d)sadvanfage expecTed
Then this |Tem is checked. . A e

\ C
x ,

‘. + k,r—' A
3. Non—spec1f|c positive (non-spec pos). In this caég, the teacher <
makes-.a positive statement to the effect fhat the children will
enjoy the lesson, that it is fun, etc., without spedxfnylng . '
why it will be fun or why it is worthwhile., ~An exampl is "Today T (
we w1f|ilearn a new rule about A, and you wtil be s6 glad to know .
1. m .. M

! S

—wsvom Zei

-~ - Spec;?lc posnflve ‘(s spec gos) In Thié case, the tedcher ma a’
.t ”. . statement ‘which explains—+6 M™se_children wiy. they will enjoy br .
value allesson's content. Examples are "Today we will lLearn-some” = . '

= the Holllis family and then you will know what happened to them
after thex..." <




\ . -

{.Bofh nonspecuflc and specific positive statements (both). This
Item i's checked when both of the above, two kinds of statements are
presented, The Teacher both” mentions ThaT the children will enjoy,
like, value, efc. a lesson, and also mentions speC|f|c reasons as

- . +o why the Iesson is belng taught, such as telling the children

ce whaT they will be able to do with it. An example is "Today we will

- learn two new sounds fQre. You will geally like what we will do,

. because after you learn those sounds, you can play a new bingo game."

aF . e s :

The item labeled voice describes the tone iof the teacher's voice in giving

~
.

an overview, .Therefore, it is completed whenever an-everview statement,

whether Instructional or motivational is given. When neither has

[N -

been given, the coder should leave this item blank.

in content,

\

The item is an evaluation of the expectations conveyed by the teacher's voice

w

50
PrAN

‘regardless o},fhe content, and therefore should be scored as independenf!y as
. possible from the above two items.
®— ihe attitudes conveyed by the voice should be checked. -
I

~
tgusfraflon,

Negative expectations conveyed (neg).

The teacher implies disgust,
or anger in anticipating the lesson.

< N
The teacher communicates

The point which most closely corresponds to

h 2. Boredom and disinterest conveyed (bore).
. i D m—
. disinf?reﬁn in the Iesseﬁf‘buf is not hostile or angry ébouf-having
St to teach it. E
‘ 7
- 3. Neutral attitude conveyed (neut). The teacher's voice does not
’ express anf expectation whatsoever, neither posiTivé nor negative, as
""" to the outcome of the iésson.
A 4. Positive expectations conveyed (pos). The teacher's voice implies
‘interest and positive expectations concerning the outcome of the
- ‘ . lesson.
»5. Gyshy enthusiasm conveyed (gush). The teacher's attitude js so en-

thusiastic and eager that it appears, 16 be exaggerafed and "gushy,"

!

.24

N
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1

item -labeled effect measures the level of enthusiasm apparent in the

The
t

)

children as a result of the teacher's overview. When neither an instructional
nor motivational overview statement is made, this item should be left plank.
..The coder can judge the children's motivational level by observing facial

expressions, gestures, and verbalizations. This is a meadure of the highest

point on the scale reached .by at least half the group, therefore only one

caTego%y may. be checked: : -y

P ;

. Negative reactions (neg). At least ha%f‘of the children indicate
sthat they would rather not do the lesson and do not expect to enjoy

« N . P N )
it. They'seem to anticipate a hard time §gg are’ dreading or fearful

v
A

Y.
1R .

'5f the experience. ?
2. Boredom and disinterest (bore). A-t-%eas'f hatf of the chi Idren appear

bored and whi[e they are:not looking forward to’ the task, they are

not fearing and dreadingit either, , 2

o, S . |
3.- Neutral reaction (neut). At least half of the children do not - |
reveal how they feel, eiTher-posiTiQé’or negative, and apparently have

. .
no particular expectations.

-

R}

|
|
o o
4. Positive expectations exhibited (pds). At Igast half of the children J]L’
show in{eresf in the lesson and are attentive and somewhat excited, ,
Thoﬁéh not to the exTreme; Cp?ldren‘here might gmile, laugh, \ |
N } | ook at a disp[ay or picture wiTA interest, etc. ;

[ ‘ : S .
- 5. Excitement expressed by children (excite). At least half of the R

'children are very excited and eager, to the point of waving their

oo
1
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hands, rushimg for books- or materials, rocking in their chairs, etfc. -
- ! ’ )
- 3, §reakinq Up The Grouo For Academic Reasbns' T B -
' . done »
o v . .- 2. needed, rot done
o 3. not negded, not done
., “1. high taught, dismissea . :
s ‘ i 2. highs dismissed w/o teaching . o
o : 3. low dismissed ; .
: ) . _____ 4, other - »
. ’ Expectetions communicated: : y
‘ - ’ - » i 2 3 ‘4 5 ) " . é:'f\
neg * _ no gitferential : by Rt
o) to" " expsctarions ; b ~
These items reflect the coder's oplnlon as to whether or not the group°
should be broken up for academic reasohs, whether or not this was acTuaIIy
- .
done, and, if so, how lf was carrled out. )
‘The group should be broken up when There are large dszerences in rate. .
> , ’ ‘ﬁz c a-‘ - -
of Iearning The ooJecflves within the group. 1f there are one or more N
e A '
chlldren who ac%EIearnlng rapidly and ar‘The same time There .are one or more B
< chlldren who are having dlfflcuITy, Thén The group would probably function - -
N 1\‘3"
more efficiently and the- {wo groups of children would be’ beTTer served by - o WNex
~ breaking up the group for that particular lesson. The coder must mak¥ a ' - T
. ) ’ . N ’ 2 e -
judgment as to whether the differepces in Iéarning rate arg large enough to
warrant Thls acTron The group is considered o be broken up when one or
o 4 ' .
mor'e chlldreo are-sent away because of dlfferences in Iearnlng speed or ot
. v e ~
ability, and The Fest remain in the group wafh the teacher. _///
The flrsT Three items in Thls section are used To describe whether this
! . ‘a-—7\\ )h
occurred or should have occurred. One and only onegof These*musf be checked
for each group observed. . - . , St ‘ S . -
\ 3w ) . )
. ) _—— : ’




%‘.
&

I ‘ ~ . !
P / - ’ . TN e ..
! o . . ~ 22
/ 2 The group was broken up (done). This. should be checked when the

-+ group is divided for academic reasons in any Qéy, inciuding thi
retention of only one student for tutorial assistance.

2. The group should have been broken up but was not (needed, not done).

"'/ This item inchaTéd Thaf%’iB the-coder's opinion, “the academic ’ o
/ , - D . ‘ .
% objectives could have been better met for that lesson by dividing

) . B ‘

/ the- group. This opinion iélbased on large differences in infiividual

‘ learning rates that day, so that at least ‘one member of the group -
- - o - . . \ ,

was either very far ahead of the rest of the group or very far

¢
- -~

.~ behind. t . . -~
& N , ) .
3. The group did not need to be broken up and was not (not needed, not

3

done). This is checked whenever the group was not broken up for

-

.academig~#easons -and did not need to be, in the coder's opinion, be-

<

cause everyone jn the group was Jeérning at asimilar rate.

I¥ done is chécked, ?hen the other items in this section must be ) .

considered. The first four items refer to the way ih which the group was{' -

broken up, and the five-point raflng scale labeled expectations communica d

2

vs used to assess The “teacher's a++|+ude as conVeyed to the chlldren. s .

How" The Group Was Broken: - ) L - & o ~

|fdone is checked, then the coder must indicate how ‘the givisioﬁ'occurreq
e . . =7 '
by chéEking one Qf the options Iisfed below:

‘Higher adhleV|ng students Taughf To the end before dlsmlssing

.Lhigh taught)._ This is checked if The teacher compleféd the obJecflve ©
with the higher»achlev1ng children before dismISS|ng them, or m7 de .. /
. ' . sure that they had indeed learned the material before d}smissin them.
. .I ¢ - \ , /
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-

- <

At least fwo children remain in the group so tha¥ coding continues. , 4

Higher achieving students dismissed without being Taught to the end

“of the lesson (high dism). .The teacher dismisses the higher* - ,

achieving students without checking them for, having learned the

objeéfive.' Instead,. she focuses attention on the other students

" and dismisses the students Qhé have learned more quickly because .

they simply were not needed in the group any longer, or because .
the teacher bélieyes that Thé‘higher achieving students can learn
the lesson on their own, The teacher sends these students away

without completing the lesson objective with them, although she

goes further with the two or more chijdren remaining.

~ Lower achieving students dismissed (Jow dism). The students having

difficulty with the objective ar€ dismissed and the higher achieving

sfddenfs remain for further group ipstruction. (At least. two
, . o

chi Idren are retained and coding continues.)
OTher’ways of breaking up the group for ability differences (other). ‘
This item is checked for any other way in which the/group may be

|

broken up that is not listed above. The reason should‘be noted in
the*blank. The most likely example would be the retention of a
single.child for additional tutoring. (Such an i teraction is not

%, ' S

coded, since the response opportunities are available To only one -

. ) ©
child.) X [ : -

.

Expectations Communicated In Breakiha Up The Group:

. =
This'is a measure of the apprdé?l

* N “':E\‘- ‘:'.:? e ¥ ,':, i *
.~ termsg of the Teacher'5~comﬁ&hicafjon”of”diffeﬁbnfia expectations to the

° Y .
Bk o - . ; :

ateness of breaking up of the droup in

o o '1\‘{;“3’1 ‘ N .

[} ' » . - -
- . < . - - . .
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‘.

A The coder,must 'judgé this f}om the teacher's language as well as

from her tone,of voice and facial expressions. .

« ‘

' ‘ [ 4
The coden should mark the point on the scale which most appropriately

describes the dismissal in terms of expéctations communicated.
. {

< @

0 .., I+ Negatfive expectations conveyed to lower achievers while higher
achievers are praised in direct comparison. The teacher
convey% disgust or anger at the slower children.

Y Q

2. The teacher conveys differeritial expectations and is condescending

4

but not hostile, to the lower achievers while supportive of the

.

higher achieverZ. o ‘

B 1* o - .
' 3. The teacher is not critical or condescending to the lower achievers
but Jets the group know that differences in abilities were the ~

reason -that, the group was broken ‘up. .

teacher tries not to let +he"children know that ability differences

were the reason, but still communicates in some way that she is
i ” *

p legsed with the high achievers without communicating similar

pleasure to the others. - . .
“ N
The teacher handles the situation without an?xfanfare and does not '

-
A

communicate any differential expectations. ) .-

. '  4:7The Use Of A Mcdel -

4
3

MODEL: . e
__l. group __2. broken __ 3. Noneg
Feedback: -
__l. acknowledgemept
__2. few specifics -
__-3. moderate specifics - . ,
—" 4, frequent specifics - ) L

. ' ::ﬁ. always specific feedback - e
. v.~—— - | Expectations communicated: =, . S
; | 2 3 4 5 . .
praise ) limits comments ’ '
mode | about .different
crit. abilifies

. others - ) ’ Coa . .

FENY

- o o a8 .,
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- L4 .
These jitems measure-when and how a child is used as a model for other

children. -The Teéche; is probabily dsing p'model i{ she starts spending an
extended period of time getting answers from a.student who apéérenfly has not
been'haviﬁé trouble and who can give her correé% answers most of the Time,-a
when seye}al ofhgr children_in the group are having obvious problems with

the material. The appafenf pyrpose is to have the model aﬁswer questions
" . - - — v

.. correct ly so that the other chifdren can see haw this is done. The teacher

. 2

may use itwo or three éhildren, but to be considered as a modei, the number
N ) s

§h6uld represent a small porf?on of the group (approximately one third or

. + - =
less). - - -

The coder should indicate if the model was used when a group was intact

L
.

or after a group was divided. |If the teacher used a model both when the
group was intact and when it was broken up because of ability differences,

then both items | and 2 can be checked. At least one of ;the jo\low?ng three

difems must be checked for each group obser@ed: ; <

. . * ! ) '
. The teacher uses a mode! with the group,intact (group). The group

has not been brokén up because'of;abikify d;(ferenc?i} and the

teacher uses the model with the eﬁfireﬁgroup present.
! ‘e

2. The teacher uses' a modetl after Thé grohp'has been broken up because

. A}

3

of ability differences (broken). Eln this case, the'group has been

.

- | v
broken up and the children who hayé achieved more rapidly have been
. | v

. ! .
sent away except for one or fwo wﬁo'remain in the group to serve
\ ; . . -

, :
. as models. é -
* i - -

3. No” uses of model (none). There isino apparent use of a model at any

4 : — [ s
]
4 (q 4
}
; "
~ i

2

“time. -
=

- ©




items labeled Feedback and expectations communicatéd must, be completed.

vihen one or both of the first two items has been cHecked, the sets of

-

‘Feedback Used With Model | __— ‘ ' .B

a. model. .Whenever a model is,used; one of fhese options must be checked.

4
4

This item measures the teacher's Use of specific feedback when using

<

, , - . '
The teacher's feedback may range from simple acknow!edgement of correctness

Throygh frequent use of specific process feedback regarding what is correct

about an answer and th'e process used to arrive at The answer.

to a

Thiis rating scale measures the amount of specific process feedback given

mode! when he is answering questions in front of the group. The coder

should mark the option which most appropriately describes the teacher's

K 2 . .

feedback t§ the model. . ' N s

R e rdra 5

.. The teacher does not give any feedback beyond acknowledgement

(acknowledgement). She says "right" or gives non-specific praise ("good")

but never ejaborafes'on what specifically is right about the model's
answers, . o ' . B .
2.: The teacher gives little specific feedback as fo process and:
: réasoniﬁg (few spgciii;s). The teacher may occasionally comment on

a progéss involved, but the majority of his comments en the model's
- ¢
‘ answers are non-specific, and very .few mention any process or reasoning.

P

3.~ The teacher gives a moderate amount of specific feedback (moderate

- specifics).* The teacher makes specific process comments on some of
the model's answérs, but ‘only about half of her feedback s spesific.

b
® N s

4. The teacher makes frequenf use of specnfsc feedback (frequenf SpeCIfICS).

L 3

Mosf of The teacher's comments are specnflc as To process bu+ there

\
.

T D0, ]
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“to the model (s)
by the teacher during the model's answers.

communicated must be made whenever a model

[
| ! . s,

te ! 4 .
are ST\II several instances of non-specific acknow ledgement.
v
5. The teacher always gives specific process feedback To the model

.
LIP ¢

(always specific feedback). All or practically all of the feacher's
Y j

comments on the model's answers are specifig and process in nature.

- - | ) ‘ )
Eggecfafions Communicated With Use Of Model

i/, . 7
This Item describes dlfferenflal expecfaf:ons fhat may be communtcafed

and aother children by the praise and cr|+|015m meted out

-

A rating of the expecfafions’

-

is used.

—-—

. ' s
The degree to which a Yeacher magnifies differences between the mode | (s)

and the rest of the group, praising the moapl and criticizing the others, s

should be noted on this five point scale.

I,

-
3
4

2.

oy
&

I

“
L

The teacher praises the model and in an invidious

and the inability of the others to dX |ikewise.

The scale points are as follows:
L ]

manner, makes

o

.overt comparisons between the model's ability fo master the objecTiVe

The Téacher praises the modeJ'sriﬁT]iTy nd, although she implies

that the other students should do as well;

obviously disparaging.

L]

her remarks are not

]
LS

© s 3. sLhe teacher pralses tThe model exTensnver but does not make any

o dlsparagnng'commenfs about the others.

£
o

4.

The teacher's use of praise of the model is
- \ )

limited but she does

display pleasure, in that person®s ability apart from the answers

given.

almost all of her cemments to the answers.

in"student ability.

[}
\)
+

The teacher limits her use of é[aise for the model and contains

.

)

She makes no comparisons

~

\ -t

.
[}
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5: Appropriateness Of 8eating

P

" ' I
SEAT;NG: Teacher=-| ~2 f‘g 4 5 [8Bynd
CINaT. ohile-"1P 2 3 4 Agprynd. i
n7a Ch. " |

AN
[

[

Appropriate seating is determined by considering the relative placement

of the teacher and children. Thq’children should be subject to minimal

visuél distraction from the rest of the class and the teacher should be in

a position To monitor not only the reading group but also the rest of the '

class that is oTherwnse unsupervised, /T/; most likely example of such an

arrangemenT is’ for .the group to be placed in a corner with The chlldren

facing the walls and the teacher with her back to the corner.

5 would be circled on the seating scales for both the teacher and the

o

check to be sure that the Teacher s view is unobsTrucTQd by bookshelves, etcs
|f the teacher's view is obsfrucfea\and she tannot see an area of the classroon

where other children are working unghpervised then the teacher's position

\

If the group

is arranged in this way, or in a comparabie configuration, fhen the number |

/

children. Even with an approprlgfe arrangemenT howevér, the coder must

does not fIT the criteria of cé\plefe approprlafeness.

Deviations from appropriate seatin

) of the.class ‘not monitored (for the teacher) or the percenfage of the group

«  subject to visual distraction (for the chi dren.)

[

"a score of ™" indicates that t

o

'

are defined in Terms of percentage

For +he teacher's scale,
,

hé teacher could not moanOf,any of the other

children in the class, while "3" indicates thyt she could see 50% of the

_chlldren, while "5", of course, represents monnTorlng of 100% of the class,

which is appropriate seating. Ffor the children'?

-

33

scale,‘a score of 'I"

L

et Leame s,
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' . , -
" indicates that 100% of the children in the group.could see other” ¢hildren
1t . "
, in the classroom or equally distracting stimuli, "3" indicates that 50% of the

v

children couldibe distracted in this way, while "5" represents none of %he
) 5 uk @
chlldren subJecT to visual distraction wheﬁ seaTed as the Teagher directed.

B

! Possible seaflns arrangements may be.limited by the cgassroom size or

shape, so that 'a teacher may be ufable to have appropriate seating. For

example, in an L-shaped room, the onty place for a group to.sit might be in

} , ~
g ~ .

the area that is partially shut off from the rest of “the class\by Qg]]s.'~

No matter how the teacher .places the children and herself, there will be

no way that the teacher can adequately monitor both the group and the rest -
o% the class at the samé™+ime. Therefore, atter judgieg an arrangement ag
inappropriate to some degree (less than 5 for either Tﬁé +eacter or the

children) The'coder should consider how easilf the +eacﬁer could correct

the problems to fit these criteria without making major changes in the rodm,

such as knocking down walls. .f the teacher cannot correct the situation

4 =

©simply by rearranging fhe children within the space given, thei the

’

snTuaTnon is considered to’'be xnapproprlafe due to ﬂhcfors beyond the teacher's
control. In this case, The Space next to the Bynd should also be checked. . //
There -are also situations which make these itemsd lnappllcable for

either teacher or child: .

l. |If a group is conducTed in a room by itself and there are no

g

ofher children for the teacher To monitor, then n {a T (not appl1cable

for Teacher) should be checked and no rating of The approprlafeness-
- .
"of the teacher's seating should be made. N/a T. should also be

. .
Foa

[

@

checked yﬁen the teacher of #Hé reading group is not reebonsible for

¥




~

The rest of the children because another adult is with them in

'anofher part of The room. If only some of #he children are,

belng supervnsed by anofher adult, then the coder should only

R . be Concerned with the teacher's ability to monlfor Those ThaT

. are unsupervised and the appropriafeness of her position a6
. 2, F - .

1
SN

. it enables her to do so.” . e -

2. |f there are no other chillren in the classroom at the time of the
. . K} T

group, the n/a Ch (not applicable for children) should be checked

cwl : and no rating of the appropriateness of ¥he'children's'sea+ing
o . ¥
.\
should be made. [f the out-of-group children are in the same
. N
room as the group but are supervised by another adult, the .

» -

group can Ffill be distracted by auT-of-group actjvifies. in

" this situation, n/a T. should be checked, but The sea:hngw

1

arrangement for the children shourd be rated on The flve point K
. s S-
) 'scale. When n/a Ch is checked, no appropriateness rating of
\ —_— . .

>

~

--student seating is made.

6. Demonstrations and Explanations

' . ‘ ; . 7.
make a decision as to whether_or not a demonstration/explanation was

needed and/or occurred. o o
¢ & A h .
. [~ — « - Chelks for feedpack: -~ .
“ ' 1. occurred < " . : ’ I, quesfion
v ,2. needed/nqt occur - ‘ B %, gepeuf* .
. 3. not.needed/not occur . - - demonsir .,
4. repetition of demo ! - g' iTﬁZT? i?s
. . none (wd),
Suffic: I p ! Children's Comprehensnon .
<2 0. av. ‘ . 2 gé% -
4. a: av.. ) i igz . L F
5.-ex.
- ‘ 5. "100% ¢
Q 35 . ; 6. Can't rate




1 -
\ r ~

¢

|4 . . v orep
p ) /
- . s é

W.
A demonstration or explanation has.occurred when :the teacher specifically

tells the children how to go about doing an activity in which they must °

K
< -

apply knowledge by going through some procedure, such as compieting a work-

v

book exercise that involves picking words that begin with a certain sound. Af .

4
expianation of this procedure would include the steps of looking at pictures

‘- J 2 o

~of.words, thinking about the beginﬁing sounds, and then underlining them -if

.

they are apprpriaTe.' An explanation is purely verbal; a demonstration would, ~
N N . :

use some prop, such as the workbook or flannel boargq§wifh the teacher actually

-
-

going through the procedure step byesfep. The coder,. -however, is -not asked’

to make this di@fincfion on the coding nge+. Hereaffer,'"dehonsfraffonﬁ will

- -

apply to both kinds of instructions. . - o
‘ .o . . . P2 . )
If a demonpstration does occur, the coder must indicate that it occlrred,
, . L o ¢ . ¥

then make a rating as to the sufficiency, feedback, and child comprehension
a4 [ . R

of the demonstration. |f a demodstration does not. occur for an activity, then

* ~ . by -

the coder must rate whether or not a demonstratjon was neéded, whether or not

~ v

.4
the teacher checked for feedback, and how well the chilidren comprehended

. ¢ . [ e, Ve
the task without further instructions. f a demonstratjon does not occur,
° - s

the coder should not make a mark in the area marked “éufficieqcy“.'ﬁ i

There is room.on The?coding'sheef.fo? five demonstratiochs or repetitions

4

of demonstrations. As the:first activity begins, the*coder makes a mark in

-y

one of the first four rows in the column headed BVﬁThe numbeg nipr, The o

coder then procedes down that same column to mark the suffigiency; feedback
. . - . P H

. -
-
. € *

" and chiid compﬁéhension for ThaT‘aEijiTy. . .

The description of the second activity's demonstration.is completed in,

-
v
»
L3

the column headed "2" and so on. o .

L]

3] .oy

=

Yk
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The first-four items indicate whefhe{.a demonstration was needed and/or
occurteq: For«each activity ¥6r which a demonstration could be given, the
@géodér should check one 6f thése four alternatives: |
l. Occurred. A demonstration occurred regardless of whether or not

“the coder felt it was necessary. ' .
,;' . N

v " 2, Needed/Not Occur. A demonstration was needed but did’not occur.
. g . . o

In the coder's opinion,ffhe children needed instructions but did

not receive them.

3

"3, Not needed/Not Occur. A demonstration was not needed and did not

4 i
¢ i -

. occur. The children:were‘familiér with the activity and did not

L]

need to have it explained to them.

4, Repetition of demo. ‘This indicates a subsequent demonstration
\ .

following an unsuccessful dempnstration.

» To determine whefher'or'gof a demonstration was necessa_y, thé coder
,should consider the naTure of the aCYIVITy (whether it asks The chlldren

To do a task for~wHWch the procedure musT be explalned such as a workbook

or*feltboard acTIV|Ty as opposed to readlng in the readers or answering

questions in the group asked by the teacher about contenty word Tecognition,

AJ

etc.). The coder must also consider. the class's previous experience or

{

- -

apparent previous expertence with the task. Thaf is,  if the coder feels

}héf the group has obviousfy donejan\exercise enough’to know the directions,
Thga the teacher does not need to égplain the procedure each time the' :
children do the activity. This is a subjective judgment, since the coder .

will not actually know what has taken place i the days shé/ﬁe was not coding.

It can be determined by the teacher's statements or the children's apparent
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+

readiness to do the activity. However, even if there is an indication that

the task is not.new, if the children seem to be confused about how to do °

something, and appear to need instructions on a procedure, then ngscoder

may decide that demonstratigiof instructions is necessary for that group that

~ day. When in doubt, the coder should assume that a demonstration js not

4

needed. g

* a

. |t méy happen that a teacher demonstrates or explains_an activity and

® for some reason the children do not understand and require another demonstra-

-

tion. This ﬁay or may not be a reflection on the sufficiency of the

demonstration. A teacher may complete such a demonstration, then check the
’ ’
g ‘chi ldren for feedback or atteémpt to start the lesson and find that some "

of the children understand. |f she then repeats the demonstration, the .

-~ o v
coder should rate the original demonsTraTLén, then begin a new-column by

i checking Repetition of demo and proceed to.rate the second demonstration for
fhe‘same activity. The same procedure is used if a Teécheé begins an

activity assuming the chilé}en understand how to do it, but discovers

in the colrse of the acTivﬂTy that the children d&

0 not wnderstand the )

)

instructions, so she S%cksfup and explains. In this case, the coder should

. | .
thav.e one column headed by |Needed, Not Occur with a description of.the

7. . -

‘feedback and initial chTTGQCOmprehed%Ion, and a second‘;blumn headed by

e

. RépeTiTion of Demo, followed by a description of the sufficiency, feedback,
. = ]

+

and child comprehension of the demonstration. The Repetition of Demo column

R

%*{ . B ot “ ."J;
' Explapafion",secfion is re—exp)ainéd by the teacher.
. { ! R e

£ PR .

‘
- |
- e
- b N

; ‘

,

N 2 :
L~ is used whenever an acfivity whicq‘has already been coded in the "Demonstratiow/




»
s -

' Rating The Sufficiency of @8 Demonstration

° L.

{

The second type of information cddeq for a demonstration.is it's

sufficiency.. Considering the clarify and& organization of a demonstration,

A
- %he coder should rate it qI one of the five points indicated ngweén
‘4' ‘Egg£ and excel lent. ¢ . ‘
“ ‘Criteria for a clear and organized demonstration are as %ollows: .
|. The teacher uges speci fic words so that all relevant labels %re
Q{esentgd. ’& . " /ﬂ\;
2. The teacher *speaks inta slow, distinct manner.
3. Certain aspegjs of‘}he task qré emphasized that are more
. . important or difficult and therefore need special a%fenfion.
¥ o 4. All relevant steps are included and are mentioned in The order

<

< in which they should occur.

An excellent demonstratiort meets all of the criteria listed above. A

£

poor demonstration meets none or almost none of them.

7 Checking For Feedback To A Demonstration ’ Y
L] /

These itemé indicate whether or not’and if so, ‘in what manner, th

teacher checked the children for understanding of instructions after
. ’ e
'an/éxplanafion was given. It is also used to describe how she found

oJT i f the children understood what to do when she did not give an

eépfanaijon. The coder should indicate which type(s) of checks for
" Y T .

feedback occurred:

v .
g

. Question. The teacher asks if the children understand or if

they have any questions. It is up to the children to respond.

1
t

A Y
s .
N
A
%

-
N
- -

a7

o
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Otherwise there fs no clarification.. This gategory is checked
: N .

.

"when the teacher makes a statement such as; "Do:you all remember

how to mark the right answers in your workbooks?" or "Do you

©

undé?éfand?"‘lf is up to the children to ‘ormulafe questions

. s / > ~
about what *they do not understand.

D‘

2. Repeat. The teacher asks @ child or children to repeat the
directions back to her, or asks the children.some question(s)
aBouT the instructions. N

3. emonstr. The-teacher has a child ‘or childres Fhe task or
"'; . Jl s‘

\ part of the task while she is watching. This may or may not

*

also involve ‘verbalization of the instructions, but if the child

is asked to do*the task, it is checked here rather than in the

, %

" first two categories. ]

4, Starts les. The +each¢r starts the lesson without  intentionally
—— >, - -

asking the children f eedback, but since she keeps the children
. - \'l; N

in the group and goes through the, lesson with Themi she Lnevifably

_gets fggdback as to.whether or not they understand the instryctions.

" 5 None (wb). This item is checked if the teacher has not done ’
anything to check for the child%n'_s understanding. This
usually occurs when, immediately afiter a lesson is explained,

the children are sent away from the group to do the lesson with

. ‘ aﬁ
s no checks for fmedback at that t+ime..

PR , » . ,x
It is possible for combinations of the.f rst “four to occur for one
« 13 <+ N

@

S

demonstration, but a check for None (wb);exclddes consideration of the «///Tﬂfﬁ

3

other four items. P . w




(O . > ’
~oe ) ’

. . * *

3 -, ”

iE Children's Comprehension »0f Instructions

! e . These items measure the children's comprehension of the instructions’

whether or not a demonstration was given. This is a subjective judgment _

by the-coder based ‘upon their performance on the task if the coder sees

ibis. If the chilkdren are assigned seatwork activities, the coder may
. . ’

not see their performance and therefore may not be able to rate their

£ Al 4

‘gomprEhension. In This case, check Can't rate in the comprehension

columi. ' Can't rate will offten be checked in conjunction with Nong in the
- —_— ) L7

feedback column, indicating that the children were not in contact with the’

L3

teacher when they worked on ‘the lesson and so neither the coder nor the
R . . )
«;‘ " teacher‘at that time can estimate how well the children understood the

.
- D

TR,
. T

instructions. ' .-

©
.

.. if the coder does observe the children working, she/he must decide

° )

a2 if any inadequate performance «is due to a lack of a skill or a misunder-
— standing of instructions. If_the child cannot perform a task even after

having had The'direcfionélc!arified, then the-problem-may more likely

. be due to a Iack of skill -ang The demonstration should not be pehalized{

' However, lf the instructions are made clearer, and the child's performance
=) e i -~
|mproves, Then the instructions were probably«npf clear enough. to begln WITh

Lo

= and the children's comprehenS|on of |nsTrucT|ons shouyd not receive a //,/)

7 -

* .

‘high raTing. . ’

The scale points are: s o . ~

l. None (0%) or almost none of the children understood ‘the instruc-

. ”~ - —a 2

tions for the task . . )

oy

onttn - “ . . - .

. e ¢
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e s X :
2. 25% of the chi{dren undersfood Thp |ns+ruc+|ons for the.jask

3. 50% d? The ch:ld?en unders+6qﬁ‘fhe instructions for the task’

¢

. 4, 75% of the chlldren undersfood ﬁhe insfrucfnons for the task

-v«-,

5. 100% of the chnldren undersfoodffhe nnsfrucf:ons for the task

“ ;~ i

s 6. Can't rate. The children were sent out of the group to work so
*their undersfandlng of The ansfrucflons is not apg_jxuxtshs‘fﬁ”/d
L4
.coder. ) 3; -
:‘ . ﬁl§ Presentation Of New Words
¢
& . -

. ’v-”""

These items. record several aspects of the ways new words or letters

can be preséhféd To the reading group. New wofrds or letters are defineq
h) o .

as relatively new symbols which the children will be asked to use in some
-~ : ’ )

way in the lesson to follow.

N .

Five sets of checklisVs,musT be considered in coding the présentation
) .
of a new symbol. Within each of the first three checklists, one option

' ] t

must be checked for each new word. Each checklist is independent of the
* . N -
others, and any combination of circumstances is possible. -

NEW WORDS: 1 2 3.4 5 6 1 8 9
I. begin
during
2, give
= chi.ld
‘ 3. phonic
context
both
neither . . ‘

indiv : . -
2. all ’ ‘ ) .
{ some 9
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. oS o o o
li When the word is presented: at the beginning of the lesson .

\ » (begin) or durjing the reading turn when encountered (during).
- . ) ) ’
If the Tébpher says the word or has a child say it before the

y .ot :

activity of the lesson actually starts (such as reading a story),
} . ,

then before should be checked. ‘If the teacher does not see that.

\

the word is said be%g}e-fhe Iesson‘sfarfs Buf instead waits until
the ch}Id comes across {T, Then'ggfigg_is‘phepkeé. The TeaEher‘
may poin} out that a new wqrd is preéenf before the lesson, but
unless'fhe word is acfualj9 pronounced and reagﬁbefofe tThe
readinq:of the story, then it is scoréd as during.

2, Who first says the ondi Tgé teacher gives it (give) or the .
° " ¢ child has to figure i /éﬁE:fz;ild). I% the teacher .gives a’/;y// | v

-
. / new word to- the chi drén without attempting To have them figure
L

it out, then glve\Lg\ggggggp “I'f| The teacher Trles to have the

*“v

ofherw1se figure it odf, o ] ‘

children sound ouf\fhe' ew word
: either with or without klues from| the Teachér, then gﬁilg_i§

checked: Eyén if the teacher evgntually has to give a new

word o the -children, [fshe tridd beforehand to have ‘them . " /

' figure it out, then child is checked. . //

- 3. How the word is presented: ith phonics clues (phonic), context

clues (contxt), both in combination (both), or neither (neithér). ‘ .

Clues ma? be given when the +eacher gives a word and explainé

-

how to recognize it,.calls on axhild and tells Kim the clue,

*

or calls on a child and directs him to flgure ouf certain ' . '

g

aspects of the word. Phonic clues (phonic) focus on. something

\ .




L K

.

about the word's sound ("Look at the first™letter ald say the

\
. ~ - |
! -~ sound.™ "It rhymes with boat.") Context clues (contxt) tell . |
) \ LASC LR ASASLLEANR A 1
something about the word's meaning, focus on picTures,'or figure

¢ . o ’ - ‘< -

out meaning from ofher words in the sentence. ("Look at the
picture and think what word makes sense here.". "Read the rest °

} . of the words and think whaf words might go here."). The .
o . N . o3
K cafegory\of both‘is uséd for clues which mention both phonics

Y]
4 . ’

and context. (For example, "Look at the beginning and ending

- 5
a -

sounds, and then think what word with those sounds makes sense

there.") The category of Neither is checked if the teacher has

given the word without any explanation® or has asked a child to

read it without giving him any clues. ;NoThing is ever mentioned
s - r \
N about word attack skiflls Wthh could be applled (For .

/' ¢

. example, VThis new word is right.") This would also be the

e

case i¥f a Chlld coulp read a new word MlThouT clues and the

\Z/acher afflrmed hlS answer without any exp lanatory feedback

.

f the Teacher has The chlldren repeat a new word after |T has been

presenfed Then the coder should proceed down The column to comp lete

-

-

. i+ems I_and 2 below the darkline, ‘which have fo do with the manner in

which +he»Word was repeated. If The.%eaéher does not ‘have the children
4 . Q , *
repeat @ new word, lfems J and 2 below should be left blank.

-~ f .
" P , . ’

Qhora (Choral) vs. individual (lndIVld) repetlflon. If the = ~ e .
~"-_.--
teacher has the children repeaT the word |n groups of twp or T
more children,” tThen choral should be checked. |f the teacher-.
R ¥ ~ — -

has Pndividuals say the word, check indiv. |f the feacher

N ©
.




fn ‘mixes these-methods for the same word, check the method wsed

o “with the most children. ' )
Fod .

2. ‘Al of_Thé children repeated the word (all) vs. some of the -

“children repeated the word (some). If the teacher asks’ each *
- . I

'child‘jn the group %o say the word, whether individual]x or

’
%

in a group, then all -should be checked. iIf onI§ some of the

- . children are asked to repeat, the word, then some should be

- - { :
. checked. For each word, only one of these options can be

- checked. ‘ : ’

8: Choral Responses -and Group Callouts

These two items dre used to tally responses made by more than one

individual at a time and are, therefore, not coded on the low=$ﬂf€FEﬁbe

sheet. : . ‘ ) ' ?

+
-

Choral R@gponseé. This item measures the frequency of choral -,

responses requested by the teacher. Whenever the teacher asks two'or more

hAchilaren to respond in unison, it should be tafllied-here. This category
e .
e

¢

includes' repetitions ("OK Class, repeat after me...") and other ‘group

A ]

) o » P o

recitations ("All TogeThe? now, what are the vowels?")

.

CHORAL : ,

) ‘ . GP. GALL OUTS:

Group-Call Outs. This item is a Taf]y of all the times two or more .
' # . . .

children call out an answer that is accepfed by the teacher. If one child

of +he group who_called out receives individual recognition, it i$ coded




v ‘?ﬁ.

e * ‘ . ' - 4]
. . . 3 _

on the low'inference sheet-as an individual call out. If, on the other

hand, a teac

i

her addresses a question to the group which an individual

[} -

child could answer, but instead several children call out the answer,

then it is counted &s a gfoup call out. The distinguishing factor

»

between chagfal responses and group call outs is that choral responses '

v are asked for by the teacher and "orchestrated", often by preceding

_her questions with statements such as "Classs" or "All together-".
. 3 o -
Group call outsy on the other hand, are potential individual résponse A .

-

- opportunities that fail to be so because several children call out the !

-~

answer.

9: Undeg}rable Questions

-~
QUESTIONS :. ' o .
. Rhetorical - o T
2. Answers Own__* - . . ’ *
3. Series ‘ i -
i 4, Other - ) . .
Ag. r . ¢Note) : . [ ’
.7 ' “ . '
i These items are frequencies of various types of undesirable
8 c .

questions. A question is undesirable if it confuses the children because

v ° o - ) . ’ . ! -
, it calls for unreasonable answefis or gives the children ambiguous clues -
M i - 1

about their responsibilities to respond. . .

¢
-

~
The frequency of occurrence of each type of question should be
- + kept by making hash marks in the space for each type of question. o

1. Rhetorical quesfioké are questions asked for effect only, with

. . the answer being apparent from the question. (An example isy
- - " “ - ‘ L ‘ ’
- ) !
-4
. St 4
- ' M ) ) 4 .
H . -
$ s . 4 ~ )
0 ) %
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"Isn't it a beautiful day outside?" when it obviously\is.)

Howevér3 an easy quesfion.wifh an aﬁbarenf,answer_is not
necessarily‘rﬁeforicalf sin¢é the téacher may be asking a

) !
legitimate academjc question with ;'guaranfee o% success. A
rhgTorical qués+ion is more of a conversation "filler" and does

not call for any kind of ski| or reasoning beyond realizing

the teacher's intent and agreeing with her tone of voice.

2. Answers own gquestions, "This category is checked if the teacher
asks a question and then answers it herself. This méy accur

. N rd -
when a teacher answers her own question wiThouT‘giving the

- W -

students an opportunity to do so, orsewhen she addresses a

.

. question to the class 'in general and gets no responge, so she

~
. e

simply gives the answer. |In either case, the children sit

hY ;_ .

passiively. |If a teacher calls on a particular child to answer,
then this is coded as a private résponée oppqrfuﬁify anJ not
recorded here, even if ul;imafely the teacher has to provide the
answer. The discriminafing factor in marking Answ;rs own is .

- g —_—

that mone of the children are in &ny way involvéed in answef?ng

. -

the question.

-

-

3.. A series of questions occurs when the teacher askd two or more

. di fferent questions in a row without waiting for an answer.

\ ——

The questions méy.all‘have the same answer, but their phrasing.
is such that they could be condi dered separate questions to

* someone who did not know that answer.

’

4, Other. This categery should be checked and Thé'ques+ion

— -

[y
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¢ . -
described if, in the coder's opinion, the teacher has asked a
o . »
. question whose phrasing makes it undesirable, as defi4f®€d above,
that cannot be coded in any of the above three categories.
5. . ' “’
)‘ . '}:l
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" should be measured to TQ nearest hal f-minute and entered under Teacher out at

44
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v
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-~ . Using the LowslInference Coding Sheet :

. e

o . . - L . . o

On this sheet is recorded more specific information about teacher—chi l.d

. -
¢ s

Interactions. There are two types of situations appropriate for codina:

ﬁofhinq is cod%d for

[ .

oublic respons?,opoorfunities~and behavioral contacts.

<

social, procedural, or-orivate interactions of any kind. (A private interaction

-

is one involvina a sinale child and the teacher away fnmﬁ other childrens, so

that no one is auestioned or listened to but thée one child at that.time. This

~

is dlsfinguished from a public situation in which, althouah the teacher may

-

deal with one child at a time, other children are listening“and could barticioate

at any time.)

L] -

Time measures

Coding on this sheet begins when the® teacher starts the reading lesson.

This corresponds to the.end of the ‘time interval described as Time to lesson

on the high-inference sheet. At fh{s point, the cod?a»should enter the begjnnina -

t#1me of the lesson (start timed on the first page of low-inference codina. This

- ‘ |
is necessary in order to compute total time used for coding:on the low-inference
( l

Eﬁ?

Within a set ofﬂcodinq sheets, various intervals of -

sheet. YWhen the group is dismissed, the time should be notéd as stop time

. ? A

the last sheet of coding.

i ?,

. , N . . 4 . )
time maysbe noted by using the start and stop times for eachspage of coding to

for each lesson context. (8ge. lesson contexts hetow.)
- Yy - ‘e

group at-any time during the lesson, the time

determine amounts of time us:g

I£ the feacher leaves the

-

the top of.the low-infergnce coding sheet béina used at that time. |f the

- N -

¥ . -

‘ ‘{19"‘ .
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reasqn for !eavnnq the qroup is heyond the teacher's conTroI {a child aets sick,

e ®

3
the /phone rings, a messenger comes). rather Than beina a routine mattér (dlscipllncnn

other children, qetting materials, checkina.seatwork), :then check 8Bvnd for that
N s 3 N . — .

ime. !
{@‘ ' .

Lesson Contexts .

~

For each coding sheet, one of the five lesson contexts should be checked.

[

Whenever the lesson acTiv?Ty shifts to a new context, a new coding sheet should

<

be started, but different activities within the ‘same contexts may be cqpfinued

) .

on the same sheet (althouah noted as different activities for the Nemonstration

~

. ¢

. . i oF
." ratinas on the high~inference sheet if applicable.) The start and stop time

for each conxgxf shouIJ also- be noTed at the ton of the codina sheet. »

I Non~workbook slow-paced Vesoonse ooporfuﬁifueﬁ (Slow

£i

predominant acTivify_ts Teacherdhuestnonlnn and chu[q=answer|nc'and the pace fis

, Mo wR), The

-

slow. The children do ho?éhave‘Qorkhogks on worksheets on which they do exer-

« -

cuses, and a child's onIy.onporTunnTv Té resoond is to Teacher ouesflons. The

N

¥
children are not readina sTorngs*from a rqader,~a¢¢houoh ‘other readinn activities

R4 ¥
. o . 3 < .

can be involved, such as readnng words on cards or vocabularv lists.) This is

considered the most conservative cateaory, and is therefore to be checked when
N . e

the codeR is unsure of e context or can not decide Héfwgen this and another

cateqory. ‘ . - . .

. .y
2. Workbook or worksheet activities (WB). This activity is eviggnced by

i .
every child having some materials to work with. These may be workbooks, mimeo - -

— ['.
.

sheets, blackboards, binqgo cards;,~ etc. The distinduishino feature of fhis activi-

P . ’

ty; is that each child has something in front of him on which to make responses,

. o ~ *
: ol .

*
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tunities. Therefore, even if a child never is coded for an interaction he still
has probahly performed some activity durinn the lesson. This is in contrast to

the first situation described above, in which an absence of lines coded for.a

°

child would "indicate that the student never had a chance to applv a skill and

)

receive nersonal feedback. In this contex}t, also, there may be manv nrivate work

contacts which will not be coded-gs resopnse opportunities because they were

not questions asked fo whole aroup to hear. This context is checked when tha

teacher is presentinag an assianment in a work hook or worksheet to be done after

-

the aroup. "The time for the explanation is recorded for this context whefhér or |

-

not any response opportunities occurred, since the settina does not necessarily

[y

exclude response opportunities. . |-~

Y

3. Drills (Drill). This activity consists of a series of fast-paced quesfiqﬁ%
-

and answers without the use of & workbook or worksheet. The distinquishinn
feature of this activity which sets it anart from the first cateqory (Slow, no
WR) is its pace. This is obviously fast, with the Téécher aoing rapidlv from
éhild‘fo child. Usg?lly, there is little feedback bhevord_acknowledaement. *

: p .
Exémoles of such acTivi¢ies are word recornition driks. This. is to be distinaquished
from a seauence of word recoanition auestions at a s{ow pace when the Teacher‘%s
aivina each child a few seconds to "think" ?nd freauently offerina clues and

orocess feedback. I|f the coder cannot decide if the pace js rapjd enounh to

place it into the Nrill cateanory it should be considered-as an éxample/bf Slow,

no WB instead. That is, items classified here are unquestionably fast-paced.




o

e

-~

[

'

4. tew reading in texts (New reading). This catdaory is checked when the

/

children are examining a n
e

just single word identification exercises or display~hoard work. The children
I .

ew story for the firg# time. This is a storv, not

cake asked to read the sToFy, usually silently, and thev mavy be asked to read aloud,//’

or to answer compriggnsion questions. Nuestions occurrina after the story or,
. + ‘\ .

»

o °

before it but related to it are considered part of this activity ané SO are

coded in Thé same context as any readina. If the tesson shifts to another activi-

ty such as a workbook activityv ‘even though related to.the storv, then the coder

To a new paqe, note the new context, and continue codina.

should qo
. ok

E

reading @ story which they obviously have read before. Their experience with the
/' .

story can be determined usually by what the teacher says. 1f it cannot ke
determined that the children have seen the story before, then the activity should

be considered New readinq, as discués%g above. Agaim, anv auestions related t0

the story are coded in the same context as the readina, bquif the lesson
AY )
switches to a qualitatively different activity, then a new nane should be started.

‘ 4
.
.

Y

{

-

N .
.

Pesponse Opportunities . -

A response opportunitv is a teacher-initiated, public, academic demand made
. 4 A ' ) .
on a sinqle child in the readina aroup.setting after the lesson has started. This
- ) T
‘nart of the codino svstem is therefore used only to record information about
{

teacher-initiated academic interactions with individual children. |t does not. '

~

/

-

include any child-initiated work .contacts, excent for call-outs and volunteerina
¢ [ ' s ! .

in response to a teacher auestion, nor does it include social, orocedural, orivate

1;

L

work-related or out-of-group contacts.

N o el ¢
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Each line'of coding in this section must contain a cHild's number, the

tvpe of selection, the tvpe,of auestion, and the raqn0n§% of the child. In

v

addifion, apy teacher feedback bevond mere acknowledaemant shcould he noteg -v

’

checkina-the appronriate tvpes of feedhack. *

Chi ld Numbdr (CHD#) v

Every child should have heen assirned a uniaue numher, and when an inter-
. .N - > 'c
action involwina the child occurs, the number should be entered in the column

If the child is a male, record it under yale'(”), and if a

»

labeled CHD#.
A

female, under Female (F). The rest of the codinc of an interaction involvino
HERSIL LA .

. . < .
that child occyrs on the Same line as the number.

hen an interaction invoives

4 . - - -
more than one line of coding, the <child's number must he repeated on every line.

’

.

. Types of Selection '
The cateqories listed under the headina of "Selection' descrite how the

) - .« . . \-
X child was chosen to answer a question. " distinction is made “etween

- 3

initial

selection, (inttial),the wav in which the child was first chosen to inferagi

2

with the #ezacher, and subskauent selection, (Subs), the reason that the child
= AL s

continues ,to have interactions with thr teacher after the first of a series.-

Tvpes of initial selections are Preselect (PP[), “rdered turns (NPNTR) ‘lan-

\

e

Oh

ERIC .

. -
Aruitoxt provided by Eic

}.‘.\!f )
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volunteer (NVOL), Xglggjeer (VOL), and Call out (CALL). The tvoes of suhsequénf

selections are Confinqg (CONT) and Crror Correction (CPRROR) . ’

7 ' s

Initial Selection ( : N . 5 .

i ’ v -
The most important distinction to hbe made here is hefween selection based

-
3

on order of seatina and rahdom selection .based onfother cues. ““hen the selection

Py -

is made according to order of seatinq, the teachqr js coina from one end of the

& qroup to the other, askinq esach child in turn the\ next auestion, with onlv occasional
vy - LY
deviations from this order. The actual words use&\in selectina the child mav
R N - 8 .
T \/

7 )

four methods of selection are used. The. main difference is\that Ordernd Turns
- —T———""-

‘
1y -

(PPNER) fol low a pattern based on scatina, and the other *ynes of salection do not.

Therefore, the coder must not onlv listen To what the teacher savs hut also

notice any aeneral pattern of selection. Hntil such a nattern is discernihle,
“#the coder should use a' catenorv besides "2NFP. After coding several lines as
; &

otheér categories and then realizina that thev foliow the seatina nattern, the

)

selection tvpes can then be chanaed to NRDER.

. Ordered Turms (ORDER). This cateaorv is checked when the teacher selects a

« child on the hagis of his seatind position hecause she is usina a pattern in
her selection such as aoing from one side of the aroup to the other. The teacher
|9 .
may or may not name a child baefore askina a nueéfion, hut hoth the selected

» . N
respondent and the rest of &he aroun could know who will answer the aunstion ’

»

- \

hefore it is asked becausé t+he teacher is obviouslv usinn some kind of a nattern

v

s . ‘ - .\
. hased on the aroun's seating positton. UHowever, for "rdered turns (NRNFR) to be -




L3

applicable, that pattern must he'apparenf(fo the children in the aroun. There-

N .

. "fore, even if it is anparent to the coder that the teacher is selecting the chil-

- ' . » o
"7 dren in the same order anain and aocain, if_lis-patfern is so comnlex that the .
- A . ) !

-

_ chi*dren do not recoanize it (as would be the case if the teacher was askina.

e

- every third child, "for.example) then Nrdered ‘Turns (ORDE™) should not be checked. .
- -

« The important point.to ‘remember when codine ORDE®, therefore, is that the

<8 -

3
3 -
13%'.

o children are aware of the pattern and know who Qiljﬁbe called on next, whethar

that child #s named before The auestion is asked or not,

\ i
-~ ’ Fl

L o Ordered turns (ORDED) is.also chacked when fhe children are readlnniaes:nned {;'

- »

]
parfs |n a story if %hev auTomafvcallv know whéxﬂll read next because The, 3
;

' 7 ' - i % gt J
characfer s names or;oncTures are listed. ) -

X

—

v

Preséiect (PRE). This cateaory is checked if the teacher names a particular

N

. { N ©
child before askina a cuestion, and is ampnarently not selectina the child b
taow N R N L N N, . - i

‘Becausé '0f his seatina pésition im the aroup. , The important thina to remerher
. i N \

ahout ceding a Preselect (PPEY lis that everyone in Theiérouo knows who wili have
3 - K N
,To,énswer before the odesfion’is asked. Anofher important point is that tefore
+he'respondenf‘was @amed, he did not gnow ?hafihe';as‘goinoifo be cal!ed unon. ;
An,Ordered Turn (ORDER) is therefore to be disrinquiened‘}ron PreeelecT (PPF)
. . (, * :

¢ -

in that, when Ordered Turns are bdinc used, Tne chlldren know be*ore the child is

s . K3

i

named who will haveBTo answer the next quesflon, while in DreselecT the children 73

"

do not know who w:li answer The quesT:on urtif’ The teacher deelnnafes a cnnld. B f
; v z to

“Example? T: Paul, ‘what was The name' of the boy in The story? ., iﬁ&; .
~ \ . ° $e \\\ j

. " P: Georce. (This would be coded as P°C unless it was part d x%n orderad a*

- . pattern.) ’ - ; w\§ ‘Y

o S LA i

] S (AW .
. CONR
. .
b
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.

Nonvolunteer (HVOL). This cateqory is checked whenever the teacher asks a

question, then calls on a child who has not volunteered to answer and who is not
s : - -

.

previously desianated to answer it because of his seatina position. Monvolunteer
(NVCL) may be checked whether or not othér children in the groun have volunteered
to answer the quéstion. The important points to remember aje that Thé child

. - 4
has not offered to answer the question, the child i$ not expected to he ready,

P

3 . . . . i ; .
to answer the question hecause of hjs seating position, and the teacher aave no

indication hefore askinag the quesfién as to who_would be chosan to answer.
» iﬂ . ,
yhen the coder is not 5ure uhether to code Preselect (DPF) or Nonvolunfner‘

(IVOL) she/he should code ”onvolunfner (”VOL)

.,
a
i

Example: T: What was the name of ihe hov in the story?

.
ERR T

-

) Paul does nothina to indicate he wants +o answer, and he is not sittina
in a position that is to be called on next. . ‘

« T: Paul, you answer that. . i

YOIuangi (VOL). This catenorv is chacked whenever the teacher calls on a’

child who has indicated hy raisina his hand that he wants to answer a auestion.,

The teacher selects the child because he has volunteered and not hecause n=2 is

. N -~

sitiina ina posiTion to be calledsuoon next. Therefdre, Thp imporfant ooint

1 - ‘ . i
to rémember in codine Volunteer® (VOL) is that the child cal'led upon has indicated

- 4 ° Y“”“:&
a\desire.fo answer the question, qﬂ Th;s desiTe was influential in havina Theg
T ) . ‘ .o ;- - ' '
Jeacher call woon him, reaardless of where he was sittina., ]

! >

If ungerfaun abouf whether to code Volunteer -or Wonvolun+99r, check ''on-
- ‘:«,., T

vqunTeer. , L %
Q2 unTeer.

-

Cxamo|e- T{ What was the name of the Fov in the storv?

’ i . .
. . o . ( A .
Taul- raises his hand. ! -

T e e

? %2 s . -
: All rioht, Paul, you.answer that. )
' f . 3 , . N
|

/ o , .
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.~ /Call Out (CALL).. This category is.CheCkedathﬁgxgtfg—Cbi4d‘énSw9rs/a
' /

question when he has not been desianated by the teacher to answer that, 5uesfioﬁin

(either by his seating position or by havina been named bv the teacher) and

his answer is accepted by the teacher. An important point to remember wﬁeQ\
coding Call Qut (CALL) is that the teacher must respond to the content of The{

child's answer.. |f she only corrects the child for his callina out behavior or
: § )

ignores it completely but does not respond to the actual content of the answer,
3 H .

: then no entrv should be .noted in fhe Pesponse "pportunitv section, but the event

shoulé‘be noted in the Behavioral Contacts section of the ‘coding shegt. | f
3 e . .

a L

+ v . A

the teacher responds fojfhe academic content of the answer but also corments

on the calling out benavior, then note the interaction inh both sections. (Refer

T i . : SR
to thé discussion of call outs under 3ehavioral Jontacts.?) .

nateas

The Call Nut (CALLi catenorv is used only to descrite individual call outs
v T T #

. 1

in which the teacher reéoonded to the individua¥ child who called out. |f the

e

. teacher asks a ouesfionjwhich is answered by more than one child calling out at
3 i . a . PR

once, and the teacher T;en responds to the content of that answer without aivinc

any individual fecdback)or acknowledaement, then the interaction is not notad

§ A 3

| N i ] H
heref [Instead, the evept should Se noted under the headinc of Groun Call “uts
- H [ . * - 5 - i
on the high-Inference c’diyq sheet., ‘- ¢ .
L. ’ . ; T . . ,
When unsure whethey to code Call out or Volunteer, check Yolunteer. )

{
%

3
<

Subsequent Selectipns

! L. .
One of the five caﬁeqoriés described above is 'checked every time a cnild beains

‘a codable écadémic interaction with the teacher. |f the intefaction requires more .
i i . *y i
than one line of codiqé, every line after Thq first for +hat child should have*: .

% [

» T A o e A e
.
¢
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selection indicated by checkina either Continue (T"IT) or frror ¢g§¥ecfi ﬁ

(EPROR).. A check in one of these two columns indicates that Thefchéld and teacher
‘ — ey %

continue to interact without i _lnferrupfgd for more than a shor‘ answer bv

‘another child's responSP opportdpity. Once anofher child does i&fe act with the

- . . . }

\ . .
teacher and the teacher does not immediately refhrn to the first.¢hild to continue

.
a question or reading turn, one of The inifial selecflon cafenornes must be

-

checked aqaln the next time the flrsf chnld is gallod unon. .

Continue (COMT).  This cateaorv reprasents a continuina |n+erac+|on with a -
TTT—- ¢ : [ S I
. \ J
di fferent demanﬁ than that described in the nrec.dino line of codina. for examnle,
3
T"n Teacher mlth have asked a OUPSTIOH wh:ch uas answered correcfly, and Thon

v . e 5,

_ asked another related but different nuesflon To The same child. Anofher case

P ,

miaht be the child not knowina the ansrar to tha nrecedinn Quesfion and the teacher
- . j >

N R
eivina him the answer and than asking a’new cuestion. Tharefore, this cate-
. - - - ‘ \ NN A N NN

aory may hé checked renardless of how the child performed on the immediatelv

4

previous demand. The imnortant criterion for checkina Continua (FONT) is that

the naw auestion represanrts a different derand on™he child.” It ddes not rfepre-

Y

Y N o/ 3 .-
sent.an effort to imnrove a previous resoonse, oven thouoh the.two auestions mav
) . . i .- . B .
. ’ . j Ve é
te related in content. b P
/’ \: , .

Error Correction (LNROR). This cateqory is used to indicate an interaction

£

which is being continued for the purpose of imordvina a previously unsatisfactorv

2
¢ 3 ? s

3 . -2 »
response. Therefore the.demand on the child is~dssentially the same as that of

. . , - »
the previous line of codinn, even though the f&rﬁ of the answer mav be chanaed
K . _ _an . / N . _
- /
slinhtly to serve-as a clue to the desired answer,'as when a "ord Pecoanition

*

(WdPEC) auestion is missed and the teacher aives a clue by asking a Word Attack
.. ca ot pmmmm———
~ ¥




i o

(WIATT) question. Fven though the form of the question has been chanoed, the

ourpose is still to aet the child to answer the previous Yord Pecoanltion question.

The. fol lowing dialoque presents examnles of the different types of subseauent
S

-~

selection: ‘ . - ‘ @
T: V“hat\is this word? . . ’ !
. P+ Bell CINITIAL SCLECTION OF SY™E SORT) . - 5 Lo

A

¥:  Good, Paul. Do you know vwHhat this word is too? ' . Lo

_P: Tell. (CONTIMUE coded for this lins.) g ‘ §
T: And this one? ’ ; v " e o Sy KA
. > y one . oy \ . P
a} { i - ' 3!
, P+ Horse: (CONTINUE) . St
! ' ’ : : !

7: No, it's house. Try one more.

. r

P: That's apt. (CONTINUE)

- T: Mo, Paul. Léok at the last sound. What does this letter say?

| ‘ , i
- P:  d-d-d-d-d. *(ERROR. CORRECTION *of miscal led word and)

- . anda |

. ﬁr:. So what is the word? . ‘ : , {?

P - - - .. L. - s . f%

P: And. (GRROR CORPRACTION, since the teacher is still tryine to get an
@@nﬂoved response from a previously incorrect answer.) ;

b
L . - ’ . . ‘
;Continue (CONT) will always be checked when the previous line shows ‘lew
] —— .‘a . N . ) .
. quns*hon (MEW 0) in The section for Sustainina Feedback. It will also be checked

N

t

i . -
when a readlng Turn is belnﬂ codpd and an |nTerac+|on has JUST taken place and
i

r%complefed about an incorrectly’called or unknown word and thg child has re-

’\ -

tunned “to readlnq the text. In this case, 'lew Ouestion (YEY Q) willl not have been .

checked o1 the previous line. e :

tar

v ~ l"" L}
. Error Correction (ERROR) will -always and only he checked when one of the

\

- . . Ty . AL .
wqt&ér types ofAsJBtalnun&‘feedtack has been checked on the pﬁév:ods Ijne,\el}her -

P ) ) o : LI 4 . I
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[y
- P

_ Repeaf (RPT), Clue (CLUE), or five hy clue (FIVE), Rafer to the section. for

LY

'Feedback for a dlscu5510n of These cateqories.

Comments
The categorv labeled ot for Z“omment is c¢hecked whenever Ihe teacher asks
*

a child about another child's Enéwen in any wbv'ofhor.+han'éskinh him directlv

b to sunply an answer which fhe flrsf child has not provided. s ) Fommonf (£OM)

~- N {’\ -
"' would be coded if the teacher asked the cHild for his opinidn Of the answer, .
\ whether he thoucht.it was right or ernP,ﬁwhethe? he can adqd to it (wifhopf im- ,

. . 4 'ﬁ‘s

‘?‘ plyina that the first answer wads wrong-and the child should, correct it) or
I : . ® 3 ¢l l } 3 L

: simply to repeat it. Therefore a complete line of codinn for this situation
(} <. 2 ’ , * Y

would jnclude the child's number, the tvpe of selection, a check under Tomment

- E A o N e Vs

(COMY, the.type of ouesflon beina asked to the child (not necessarlly the same

> .
. e - o 3

- - .
[

as. the question he is beina as&ed about), and h1s answer, alona with any feed- .

»

hack. Dlemember that if the first child has answered incorrectlv, and the, tnacher .

! / ' . .3 . 3
asks the second child for the answer, it is not noted in Thn Comment (TN™) column -

and is lnsfead COnS|d9red an Agk ofher (AN} type of fepdhack to the first child. /

B

See the duscu55|on of Ask qfher in the secfion on-fgedbac&. S ~

-y v ——

wa i
Examnles: - ’Doberf, what do vou think of Tichard's answer?"
- 5 b e 3

MSye, car you add anythine to-that?" * - . : .
. T oo
. . "“tichele, was that riaht or wrona?" ;
: , s " BN !
l "Maniel, what did gevin just say?” (This would also he notedias an-
. . Lmnhas|s (C1H) on: the previous line. Geethe discussion of “mphasis

in the Feedhack section.)

- ——— v [y

. N
o 5 - P

-Neadina Turns o ‘ , ~ i

. { 5' g Do 2
_ <" Two columns labeled TURN. and EN are located on the chding sheet hefore the
. : ' ,

o7 { ¢ A N . I «
Question section. Like the Comment (cotth) column, thev are used to indicate fhat
—— e ————— % . ' ( i ;

N

— - [ ! ’ H

-
-
-~
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.
~ L .

a particular kind of sifuation (a readinq turn) is heinn coded, and therefore

line

serve as additional checks on a for which all other pertinent catenories

That is, TURI and

are also checked. °uD do not substitute for anyg other cate-

‘
>

aories, but are coded in addition to fhem.. .

-

. )
PE PR .
A reading turn is defined as an extended series of sinale response oppor-s

tunities in which a chiid is asked to reconnnzo and sav 3 series of wordq
’ " . < :
- Jetters, The most common format for this is the hasal reader, when a shil¢ is
i
. . - ; . {
&sked to read one or more lines in a.storv, but: the situation also |nclud03

“~

;OF

“hese (demands are ron-

0
idrs—

d

“ N ’ . ’
yeadin% from a letter list or word list:in a workhook.
2 [ ’ K

i .
ﬁidered series of resoonse opnorfunities hecause the chiid is bheinc

4 4
«

answer “several Vord ecoon|T|0n (WdPTr) auestions in a rov,

as

Thig is Fo He

TLnQU|Sned from a demand 1o read a sinyie word, then a new cuestion fo rcaﬁ the
¢

Tallinc on 2 chnld for

vy e ¢ - s =a

for the nexT, etc.

[ P [

next, then an additional
¥

a readina turn conveys the

request

expectation that he will

.

4 »
.a spec;fied {imit or until he i's stopped by the teacher.

E i
In order to keep from coding every word in a readinc turn as a sinni?

SENPRE AR .

.
.

even though each word is essantially a response onportunity, +h3 two

1y ' ‘\ -
and M0, are used to note when a fturn i

Gquestipn,
- !

Columns TURN

tions. with the teacher |nvolvuno some .sinale words (u=uallv ThoSp miesad;]

S

.
it v m

. . i
known)' are recorded. This means that ali words calted correctlv bv a ch|§d in
< 3 . ) , i
" readina turn and not commented on bv the teacher are nod represented as %|nn!n
lines of codinf, as *they would be if thev were presented as senarate nunC?uons,

.

. v . -~
. »
- -

¥ . .
. at a time. -
) , '

.
[

o ’ ) ¢

ERIC [

s v . ‘
3 .

N ok et b A s S, i

or not

v

b

read more than one word unti'

takina nlace, and énly _Interac-,

. -
Y

Q

v

one
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When a child is called upon to read for a readina turn, the coder should

r

-

note the child's number and type of selection and then wait until an interactjon

. [

with the teacher occurs or the turn ends with no mistakes and, therefore, no

o
£

interactions involving sincle words.

v

I1f No Errors Occur qujnq A_Iprn

If the turn ends with no errors heing made, the coder should check i'!ID to

denote the End of Turn, and then mark Word‘°ecoonhiuyl (HdPFC) as the tvoe of

auestion, and Correct (CORR) as the answer. Then the feadback hevond acknow!edna-
3 - § . 3 Af
ment ~iven fq the turn as a whole should b noted on the sama line %s the check
i T A
for=E!IN, |f the teacher savs nothinn to the child, and anes ontd f@e next '

~ - <

person to read, then 'lo Feedback ('ioF™) should he checked. The onlv other cate-

- < v 4 ‘
'

= oories appf¥icahle for feedhack to the “nd of Turn ([N7) are +he’?1rsf fivetafter?®

[ . s . § s
No Feedback: FEmphasis (F¥MPH), Process (PRCS), Praise "(PCALS), Criticism (7PIT), &
S . A CPERR EEAL SR AL

$ —————

. ‘Specificity (SPCC)Y, -and 'lew Juestion (LW A). The rest of the feedhack catenories
Specificity lew Juestion ,

.

are appl?cahle only to interactions about sinale words, not to the furn a5 a w-ole.

+ [ ° . - . s

i If Crrors Occur durin~ A Turn . ;

-

' ———p ot —— i - -

v ! ‘ £ } . .

I f mistakes occur durinq the turn, the coder should check TUP'I to denote that
! 5 . i

¢ the interaction coded on that line occurred durinn a Teadina Turn, then chack

} * 3 { T M-TT-—W_. i : ‘3

) Word Reconnition (WdNET) to indicate the tvon of auestion, then check eithar

i .o ) ; * N i -

4 : . . \
Incorrect, (1HC), Non't “now (DK) or ‘lo Nesnonse (ii?), danehdinn on how the error

¢

.. + ’ - A §
occurred. (Nefer to the section on Answers for definitions of these situations.)

: The rest of the line should thén descrine the feacher's;reacfion foéfhe ristake,

; . : \ f ) P $ :

o #¥n the samg manner as tha cateqories would te used to describe an ipteraction,

'3 % . '4~ vy} B

: ' o ; T . = .
‘3 ! ‘+ . . ¢ -

v

g \) | 2 ﬁ . / A " - :3
‘ERIC IR L L | |
?mmwﬂﬁ ‘ Y 4
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.
.

<
s

involving a sinqgle 'word recoanition question in a non~turn situation. |f

the teacher uses one of the last three kinds of sustainina feedback (RPT, TLUE, GIVE)

in an effort to improve the child's response and help him fiaure out the word, then

.

the next line of coding will show the child's number, Error Correction (ERRNR) for
te. .-Selection, TURM to indicate that the interaction is occurring during a turn, and

the type of nuesfion that is asked to The child to improve his resoonse. AThis

'

wull be anoTher Vlord- “econnition question unless ‘the teacher asks for a different

answer such as,The beainning sound, the first letter, etc. This would he recor-

ded:as a yord Affqgh auestion. Another éhanne from Word ﬁoconniTion minht occur

o 3
o

if the feacher rephrases the quesfion into a "eadina uhoucp (PdPHP) concernunn
adl AR

* , - -:u

N ot H + o y
p T ! s
N . : . . .

<. the,word in question. “ther ausstion cateqories are also aonlicable. she rest

1
of This line thenrecords the child's answer t3 the second auestion and the

'Teakher’s'feédback. The interactidn may then be conflnued for as many |ines

e 9 1 IR 3

as hecessary until the child qets or is niven the word. Mhen the interaction
4 * : %

conberning that word is ended, the coder should dron;back to thé next Iipe, note
- [

thel child's numbpr check Continue’as the type of seiecfnon, and wait unTnl the

~

5

chi'ld either finishes the turn or anothér inTeracTion ahout a sinqgle word occurs,
‘ : 3 ) !

| f another interaction ahout a single word does, occur, the coder w?uld

» N 3
.

ARy

* trdat it in the same way. ‘hen the chifd finishes readinn and all interactions

bl
H 4 ¥

aaduf sinqle words have Heen comnlcfed and coded, the coder shoujd sTar+ a new
Ilne noTe Thp child's numhpr, check PonTunup (C““T) and then rheck Vﬂﬁ to

deqofp The [nd of Turn.  Then Thn quesfion type is aufomaficallv Word Deconmﬂon

3 . . > 4
and the Answer is Incorrprf to indicate ThaT the chlld did not.read corracflv all

3 ' kY
the wav throunh, (or possubry ‘o Qesponsa if the child did nothinn whon called
' T e ?

H ' °

" updn % read in which case the selactiod would be an Initial type). Thé rast gf

-

i
N HE B 3
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the line describes the feedback given by the jeacher tg the turn as a whole,

again using one of the first six categories of'feedback or New Question (NEW Q)

if someThing‘beyond acknowledgement is given, but never using one of the last

<
seven categories (except for New Question). These are §nly used Po describe
L4

interactions about single words or questions.
' \
° \ < 1 \
In summary, the coding of a readind\durn includes one or more }ines of
. - <

|

coding with the child's number on every line. A type of initial selection is

\

3

¥

* noted on the first line and all other lines have either Continye or Error

Correction checked for the type of selection. (This is true even if the turn

is jnterrupfed for another child's comment or answer, after which the first
i 5"' e . 3 . - .
chitd resumes reading. The coding for the Second child would have an Initial
> - H . \ .

% Selection and no check for, TURN;) The last line of codin fcr a reading turp
'

~N
will have a check under End of turn and the, rest of the liQe\de§cribes the turn

4

13

J

}

§ as a whole. Any other lines included in The coding of a reading turn will have
! = - ,

. checks under TURN categor§ and wil describe inTeracTioﬁg'wiTh the Teacher about

zﬁ!& single’ words. Therefore,TURN and JEND may not be checked on the same line.

7

. 3 i / .
- If a child finishes reading and then is asked comprehension quesTions

about his reading, TURN%and END are no legged used, since they are checked

v

only on lines that describe the actual act of reading. If a child finishes

reading and then is asked questions about %he story, and ;then resumes reading

/

[ e N

the next paragraph then the l|ne denoflng thk End of the Turn (END) should occur

aT the very end of the ldst passage of readlng |f comprehension questions inter-

- ) P o o

rupt the reading, then the coding sheeT wou I/eﬂecf a series of lines (assuming

9 “interactions occurred in.the first part of reading) with TURN checked Then lines ~

bﬁifhouf TURN checked and some Non-readlng Question categories checked, and then

a resumption of TURNs being checked (again assuming interactions ofcur) and

P—

3
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finally an END line, reflecting the reading involved in the turn, not the,

performance -on the comprehension questions. 4+ |f the child read completely

correctly, then was asked Comprehension questions, then again, re&d correctly,

the oodlng would appear as,a series of Comprehension questions followed by a

.

lighe marked END and a oeigﬁiplion of feedback to thé reading turn as a whole.

-

Types of Questions 2

The nine categories for "questions" are divided into two majof classes:,

Reading demands (labeled Read on the coding sheet) and Non-reading Questions

(labeled non-read. ) The categories under Read have to_do with demands placed

.

The purpose behlnd Such demands is }o have the child focus on The process of

-~

readlmg, of’ labellng arblfrary symbols and/or their components. %

T e Non reading questions (Non- read) include any other demand Thal does not

focus on the act of readnng for |Ts own sake. ThIS is Ilkely to . |nclude demands

\

that call on memory of' labels or events other than that lnvolved in word and

~

leTTer |denT|f|caT|on ’ )

A line of .coding must have one and only one check in-a "quesllon" category.

l‘
.

/

R . P

. lReadlng Questions:
. ; §
\
.Repetition (REP). This calegory is checked whenever the teacher has the

- ] H ]

. child epeat a word which has Jusl been read to him. It does not include
14

.

reque%fs for repellllon Thal involve extended recitation of somelhlng such as
!

a nu#;ery rhyme. lT only |ncludes ‘brief requests to repeal a word or shorl

series of words for which a visual, demonslrallon is present and |mmed|alely

\

afler the teacher has said the word(s) so that the child can read them by

. N t o
repeating. : Since it .is included ip the categories |isted under Read, illshoull

i -

- .
i

\eﬁlhé child to read a word, Ieﬂ'er, or'idenﬂfy' sound or componemL of a word.

e




5

6l

only be used when the child is repeating a word for fhe purpose of reading -
- ’

it (i.e., lookthg -at the written symbol and saying i+, even though it has

een given to him.)

@

"This word is tfigers.

Jjust
Say tigers."

Can you say H?"

Examples:

¥
o
¥

"That letter is an D:

"This letter makes the snake sound, $-S-S-S=S-S.
Make that sound with me." /

Reading Choice (RDCHC) . This, category is checked when the child is

ot b

* presented with a discrete set of four or fewer alternatives to bevused in

»

w——

n

&

; |denT|fy|ng a word,

-~

letter, or sound. The alTerﬁaTives may be tisted in the

question, or The question may be in The form of a "yes po" choice. Agaln,
since the caTegory falls under The general heading of Read it should only

be checked when The purpose behlnd The question is fo geT the child to |

associate a label wnTh a. word letter, or sound and this is done by maklng

In order to be a True choice for the child, The'

® »

alternatives should be made easin apparent. A quesTion such asJ "Find all

the quesflon a choice.

The obJecTs in the room sTarflng with jfhe "r" sound" is not, therefore, 2

Reading Choice (RDCHC) quesTnon. But "Which of these four pictures has ‘a

name that starts with the "r" sound?" does clearly defige the choi?e~¢o be

made by presenflng the alternatives to the child all at fhe same time.
Workbeok quesflons that become response Oppor1un|T|es should usually be

coded as Reading Choice (RDcHC) unless the coder can-‘be certain that anoTher

, .
category applies.

o ! i 7 -4
Examples: '"lIs this word dog or cat?" .
b
"|s this word Dog?" o . e ’

" Mis that a b, p, g, or 4" .
' "Do you hear a "t" sound?"

S R .

LI oe JRA e
- 66 ' -

-
[
“

P

3




- "Clap if these two words s¥art with the same sound. "
g (The child has the choice of clapplng or not clapplng ),

Word Recognition (WdREC). This category is checked whenever a child is

2

- < )
asked To look at a written symbol, whether a letter or 'a word, and attach

a label to it as a whole, It does not invoive sound identification, which

Ay

s is considered ?n the next°category, Word Affack'(WdATT)q This category is

>

h&f§§§§oncerned oniy with whole-unit labeling. lf can be used for siqgle interactions,

« in which a child is asked to identify only a single word or IeTTer at a time

.
e

»
1
\

before r?ceiving feedback, or it can be used in conjunction with the Reading

<

¥ Turﬂ/;nd End of Turn (END) categories to describe any interactions whiph take

e .

place during a reading turn. o -

>
4

Examples: "What is this word?" ;

- "What is this letfer?" = . ‘
1 <

¥

‘"Read.fhe first four lines." \

o

Word Attack (WdATT). This category is checked whenever thejteacher asks

Al FEr g iy 9, Y e RNy S

" a quesflon abouf readlng Wthh involves a). sounds of words andéleTTérs

and/or,b) the process of breaking a word or letter down into |+s components.

Ry

4
This includes any kind of sub-unit analysis after the whole wbrd?or letter

o

>

has been presented either visually or auditorally. This. includ _auesfions

.

asked agdhf phonfcs and sodnds involved jn words or letters,.and it also in-

4
cludes quesflons about letter-by~-letter analysns of a word once jthe word

N .
& R

has been presenfed as a whole. The category also includes quesflons about
. & >

oo
°

the process of word analysfs. °

»

H

.. Examples: 'What is Tbe first sound you hear in dog?"
: - : dog

The child is affempflng to read the word tree, {and the teacher
says, "What are these’first Two Ieffegs?" .

. . * "How did you" know that ‘word was cat and not «cof?"

?
- : Al

, o, -y -

.
¥ . . 0

i

- | i

\7\ o L . . } ) ?
3

o

©

s v .
s K H ’ ;7 - }’_31.

.

e N




S "What are some sounds that this y can make?"
» N &
' / ~ "™What's alike about cat and hat?" !

"This word is hat. |If we change this letter, whaT'?
another word we could make?" ‘

! .
‘ﬂ
/

/ Non-reading Questions:

¥ Personal Questions (PERS). These questions are asked for the purpese

eliciting a child's own personal experience or opinion as it relafes 1o
I -

the academic ftopic. When sdch_suesfioqs are asked for non-academic reasons,

"such as éocial[zing,fhey are not coded. ) .

7

There areinoT any "correct'" answers, per se, although Persopd| (PERS)
quesflons may Qe evaluated for Thelr appropriateness. Pers 9al questions
/
can be ldenflffed byifhelr open-ended nature in that There IS no one righf

~
answer, axd their personal nature, in that The answer depends on each

individual chi]d's experience and/or feelings. The¥child does not have to

N Y
]
i

apply any other criteria than his own memory or perferences, and he does

\‘ ! '

not have to sypply jhsfifﬁcafion‘or reasoning for his answers. .
[ . ‘ . . .

" Examples:. (when reievant to lesson topic):

-4
"Have you ever ridden,on a train?"

¥

€

;o ‘
I "Do you have a pet?"
i, H
i "Would you like To have a dog |ike Pug’" ‘ Y

'ﬁEn—readgng/ChOIce (CHOIC). The form of Non-readlng ChO|ce (CHOIC)

ques?xoﬁs is fhe same as Thaf for Reading Choice (RdCHC) demands, The onLy

{ !
difference |s;ThaT The conTenT dedls with someThlng beS|des the, actual acT

of reading wofds or letters or hearnng sounds. Agaln,‘foqr or«,ewer alter-

- 4

V. 1

natives must be pPesented To the child SpeC|f|caIIy, such'as asklng hlm to

x v

choose a pictire from a limited collection rather than asking h|m to look

1 4 .
*

Ve e i
P

Nep)
Qo .
¥

‘,(\

-
[
‘.
-

. 9”‘4 Fl

-

A

/,
/,
/
/

/

/
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at all the objects in the’room and find something.
Examples:' "Was the boy in the story happy or sad?"

P

.
Mls ThaTwa comma or a period?" . .

“M|s this a picture of -a camel?" rbd} "Is this a-picture —lgg %
of something that.begins with the "k" sound?" wouid b o &%

. Reading Choice (RdCHC)]. X ' TR
. : #// : {% RS
Product (PROD). In Thls caTegory are included quesflonsﬁihaf t?g;/ i "

~

unﬁeg;ﬁggpfng o
*”;’/

1ﬁﬁ§'of 1y recognlfnon

_,\p
of words,\leijers, and.sounds;énd : 4
> “:"ﬁ:'v ,"“' g
- *.‘,{sy'r

group seffing) been

. s A

¢ é?
read by the child or Wthh he hﬁé‘JUST heard read. However, questions about

’

~stories read on The previgus day or‘earllerfend being reviewed are coded _

in Thls category. . SR . o .

Examples: "What is Thls plcTure7" - .

"What was the name of the s?oryawe read yesTerday?"

"What s a shovel used; for?!" (assuming they have noT
just read The»answer in the story.) :

"Tell ‘tie somefhlng‘abouf Chrasfmas.
- AY

"n our readlng“yesferday, what did we find out about
the moOn7"’ ] &

“tn

"What do you have to do ind fire dritiz”

.
LN
o

"Make up @ senfence waTh the wordO here."

rd

Comprehéension (COMP) Thls caTegory is checked whenever the "teacher .

asks questions about a sTory which the child .has JusT read or heard read

in The group Tge expecfed answer musf be somethlng which the child could

- ~ .

know| by hav1ng*heard the sTory, and therefore requires nothing beyond memory.

Vs

LT? e coder* is unsure abouT whether the children have just read the story

<
-
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H

- -~
.or if They,g?e being reviewed from a previous lesson, The.quesfioqa;hould b&

‘,péaed as Product rather than Cbmprehension, since Comprehension is limited -

-

ohly fo gggfual questions which can be answered from a story which the .

child has just heard or read. ‘ ' ) \ \

, T . ‘- -

\ Examples: (Assumlng that all of these quesfnons could be .

\ answered by rémembering occurrences |n a story L
just read.) . .
. - e

. "What does Ben want to do?" . .

3y 4 - . ’ —
"Why do the boys want to go to the zoo?" !

) "What did Nancy tell her mother?" .

Interpretation (INTRP). Interpretation questions require the child to
make predictions, evaluations, or interpretations based on story content or ..

other facts known To the child. In order to answer such questions, the chijd

) Ll R - \
must go beyond the factual information, and therefore cannot rely on mewory

»

alone to answer the question. He mus+ apply some criterion and reasoning

.

‘process to generate an approp?iafb answer, ’Thr answer usually does not

have any one precise right answer and the chilld may be asked to justify

;’h!s reasonlng L - )

, If the eodef cannot defermtne if a quesTuon is one of lnTerpreTaflon or

: C?mprehenSIon, ?roduCT, or Choice,the mosTIapproprlftg of the IaTTer~Three' |

_should be codedg ) ' -7 ‘ .

‘ Exémplés: "why is there a cage aréund the Tiger Pit?" ) -

o .+ " "Do you think she did the right thing in running T |

) away from home?" _ i

- ) . ""What do y;u think will happen to Ben and Kurt?" e . N

' i ) "How do Ben and Jack feel abouf this?" . s ’

.

7 (It is assumed in all of the above that the children
have not been given the answers prev1ous|y )

-
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- Types of Answers . '
5\ L

Every line of coding must have one and only one category che%bed in
. ¢ ’-

~

this section.-

'

qufecf (CORR) .*. This category is checked if the teacher indicates .

correctness, or, in the ab§enpe of any Teacher'acknowledgemenf, if the coder .
can determdne that the child's answer is acceptable, appropriafe,‘and/or

correct. For some Personal and Interpretation questions a single correct

k)
i

-
.

answer is not apparent and the child should be judged for the apptopriaTéne§s

¥

of this‘response as indicated by the teacher or determined by the coder. -

Within reading turns, Correct (CORR) refers to correct word calling -

Incorrect (INC). This category should be checked when the child's

Fesponse_is incorrect or inappropriate. When an amBwer does not fall neatly

into either the Correct (CORR) or Incorrect (INC) category, the coder should

attend to the. teacher's reaction and the thrust of her feedback. . |f she

ne

responds mainly to the correct part of the answer, then code it as Correct

. «(CORR). _If she is mainly concerned with the incorrect part of' the answer,
“then code Incorrect (INC). If no such decision can be made and the coder
—_— . R

‘s unsure, the.andwer should be considered Correct (CORR).

- [

Wi}hin reaging turns, jncorrect (lNé) refers to miscalled words. The

child has attempted to read the word but did so incorrectly.

o~

El » A .
| Don't Know- (DK). This category is checked whenever the child does .
~\¢D.=no+ attempt arfangwer but instead responds by stating that he does not know -

the answer or that he needs help. The child does not answer’, but does give-

an overt indication that he has heard the question and realizes that he

v
%oes not know the answer. t
. . . - . 4
In reading fturns, this category indicates that the child has stopped |
A T on a word and has turned to the teachex for help, thus admiTTing'Thaf he
£ \

does not know the word and is not attempt\ng it. , .

" o S .
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~ No Response (NR). This Category is checked when the child does not . i

answer the question and also does not indicate that he does not know the

answef. The child may either appear to not have heard the question and

Therefore does not give any reaction or the child may respond non-verbally

in some way such as ducklng his head or any oTher behavior that indicates
that.he is not willing to answer the quesTnon and is also not willing to
- : : .

admit ThaT he does not know the answer. )

~

In reading turns, a No Response octurs when a child stops on a word,
<

\\ does not attempt to say it, and ddes not ask for help.

Teacher Feedback
t

. Following the child's answer or lack of response, the teacher may either
-do nothing, essentially ignering the child, or she may acknowledge the answer

without any substantive feedback by simply, saying that it was correct or

incorrect, or she may also praise, criticize, and/or give some other more

Lo foc -
substantive kinds of feedback. |f The teacher only acknowledges the correct-

ness or |ncorrecTness of an answer, the coder does noT recdord anyThlng under
the teacher feedback secTuon. The absence of a theck |n Thls secTnon

5 . . =" .
: means .routine acknowledgement such as ﬂ%igh+," "Yes," "No," "Wrong,“ etc. = °

»

1f anything besTHe;ﬁxiﬁﬁne acknoQIedgemenT occurs or if the teacher simply

ignores the ¢hild's answer, it i$ coded in The‘abprqbriafe fategory as

. . he -o 4 v s . .
defined below. e - . N .-

There are essentially two kinds of fe¥dbagk which may be given to a

child when he has made an incorrect responsea, These are Terminal feedback, - .

»

/ e © . . . .. v L] = . . ‘ . .
which has-The effecTﬂoé ending the child's response to that question, and

LN

) & '

’ usfaunlng feedback |n Wthh the teacher's feedback malnTalns conTacT with 3

the same chFldWDy requasfnng “another response “from him. In addition to the

z” " -
. .




68 -

iypes of feedback included under these two major categories the teacher may

o

also give praise, criticism, and/or process feedback. She may also give
‘Emghasis to the answer with or without additional substantive feedback.

These four categories.may be double coded with. any other categories

‘appearlng under the Terminal or SusTaining headings However, any categories
within either of those two headings may no# be coded with each other, with
The single exception of a New Quesflon (NEW Q) following some terminal
lfeedback.

Va
. No Feedback (NofB). When the teacher neither acknowledges the cor-

w

/ ectness~or incorrecThess of an answer, this category is checked to ipdicate
that the feacher has essentially ignored the child's answer. This category,

is"also coded\rhen the teacher gives an ambiguous response to the child,

P

such as repeating the child's answer in a questioning tone of voice without
. -
ever ieTTing the child know what she thinks. This might uSuallx*OCCur in

situations where the teacher is asking for an opinion, a guess, or a pre-

°

"adicflon, and the Teacher s reaction is noT easily Judged by The childs
‘However, if the Teacher |nd|caTes any kind of accepTance or reJecTion of

the answer, even if only a nod or "Okay," this caTegory shauld not be
ga

checked. It i$ used only to indicate that the teacher left the child

"hanging,ﬁ so to speak, and did not give 'him any aéknowledgemenT as to the
» B

correctness or ‘incoriectness of the answer. If this column is checked

. "’t !.t

Then no other- items in The Teacher feedback secflon are appilcable WITh the

exception of EmEhaS|s by repeflflon and New Quesfion (NEW Q).
Emphasis (EMPH). This category iséﬁhecked whemever the teacher does

’ sopething to insure that the answer_ just given by a child was heard by the
others. This can be done by having the teacher repeat the znswer, having

.

" the child repeat his own answer, or by having a second child ‘repeat the answer.

73- ' ' ;,
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This should be checked after the end of a reading turn (END) when the teacher

I , .
o - ¢ ¢
4 v ‘ <

*  has thé child re-read the passage for any reason, rather than coding -the readifg’

. turn for a second time.

.

Brocess. Feedback (PRCS). This category is checked whenever the teacher

°

reviews the processes used to arrive at an answer or gives an explanation as

' to what was wrong with an answer. The imporTan? thing to remember about

>

N

Process Feedback is that the teacher goes beyond simply giving, affirmiftg,
or repeating an answer agd somehow provides' an additional explanation To the
iy [

child about that answer.
. Examples: "That Word is bake. You can tell that because when there is
: an e after a single consonant, the other vowel is usually long."
oo . - 1 . )
— . "Yes, that's a period and not a comma, because-it is at the
| end of the sentence, and periods are marks that go only at the
ends "of senternces,.and commas” are marks that never go at the
ends of sentences."

R - . A ~
‘

- h " "Yes, Ben :probably is unhappy. You can tell by the way he holds
’ . his head and shuffies his feet.”

H
¥ S .

Praise (PRAIS) Pralse is checked “whenever the feachef communicates a
N El [y -

positive evaluation to ¥he child of his answer beyoné’%imply acknowledging
n.ro . Otk e e

¢

the correctness of iT.§:Thi§ may ,be done by compﬂimepfing'fhe child either by

verbalizing ("Good," "Wonderful," "Far.out") or by any other gesture or expression

o~ - .
conveying a positive evaluatjon beyord acknowledgehen% Qf correctness such as*~
]

an exaggerafed smwle, clapplng her hands |n a delignted- manner, or "enthusiasti-"

-

. cal l"huggmg the child. IT is |mpor1‘amL “to remember that any 1‘eacher reacﬂon

d »

coded as praise must be in Fesponse to the child answer, not just a"seonfgneOUS

expréssion of affection by the feacher for the child. | f “the teacher rather '

perfunctorily says words such as "Good," or "Fine,"™ it is also coded as praise,

3 £l

- 1]
[ R
T >
- -, H - * . - B
»
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even though it is not necessarily enthusiastically or warmly delivered. ~In

*

cher words, if the tfeacher "says anything or conveys in’any way that she is
H .- Lt s 0 ~

1 R B ! Y L1
. p

pleased with the child's angwer and/or performance& then it is coded as praise.
Criticism (CRIT). Criticism can be considered the opposite reaction of
. ' 4 N . N )
praise. |t is 3 communicatjon from the teacher to the.child of a negative

evaluation of the child's answer beyond simply acknowledging incorrectness or
. N Sy

M 2

dndesirabilify of +he answer. It may be obvious verba} c}ificism ("You're
stupid,"” "You're not thinking foday," or it may be a non-verbal éesTure or
"expression of disgust, anger, or fru;TraTion by the teacher for the thild's
answer. An example of a non-verba expression wouid be the teacher brimacing
in response to a child's answer or shaking her head with a deep, exaggerated
frown. To be coded here as Criticism (CRIT), the reaction must occur to the

¥ -
child's answer, but may also reflect on the intellectual ability, motivation,

¢

»

~  or work habits that went into producing that answer.

s
il

Eeénf1c1+x (SPEC) iThe caTegory of specificity is double coded with either

P . praise or crlflcrsm ThaT |s, it cannot be checked unless one of, these two
(

caTegorte: has also been cﬁecked, although either of them “can be cgged without

d

The use of The specificity caTegory The meanlng of SEeCIfICITX depends on .,

whether Praise or Griticism has occurred . .
. o

When Pralge has been»glven and coded, Specificity is checked if the state-

ment .defined the behavuor;fhaf is praised. The Teache:%%hs¢ state Spec1f|cally‘
+ e

what it wds abou} the child's answer or answering beﬁavior that she is pfaising.
Examples: "That is good because ycu thought before you spcke."
.. . ‘ .
"1 Iiked +he way you spoke up so clearly."
When Criticism has occurred and been coded, Specificity can Le checked~

- only if the teacher has_defined the desired alternative behavior.

ot

Q. - 75




L , -1
K} b . A4

Example: . "You're,noT‘Thinking today. Remember; before you ahswer, 3top |
and think about that rule.”

: ‘ T "You're not using any expression in reading that. .Remember to :
géﬁ!ﬂg'JUST like you were Talklng to your friends when you read
T part." ;

H

> Terminal Feedback - ; 3

e

The ﬁpllowingvthree categories are considered types of terminal feedback.

i3
2

Whenever they occur, the teacher is esseptially ending that child's response

opporTun??? for that question by somehow getting the answer from another child

or giving the answer herself. Therefore, the child who has just answered does

not continue to answer that same question, although the teacher may ask fhe

. a0 - ’ o
same-child a new question. -

L
W

Give Answer (GA). This category is checked Qﬁenever the teacher supplies

S

an answer to a child who has answered either incorrectly, "| don't know," or

no response. It is noT used after correct answers with.initigl selection, although

it is possible To give an answer. after a correct answer for an Error correcflon

. .
7t K]

selection. , » ‘ :

L Another important point to remember about Thgs category is that the

o

teacher is the one who is supplying the answer, not anoTher student.

Ask Other (AO). This category is considered after an initial selection

. leading to an incorrect answer, an "I don't know" response, or no response.
T B i} ' .
1T is checked whenever the feacher asks anoTher child.to supply the correct ° e
E3 . -
answer, raTher Than supplynng the answer herself In so’doing, she is ter-

mnnaTtng the fsrsT chlld s response opportunity for that particular quesTIOﬂ

Call Out (CALL). When the teacher asks a guestion to a designated res-

-

“pondent, and another child calls out the answer or makes some substantive

comment before the teacher can give any“feedback to Tﬁe first child, and if
o3

i
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3

1 - -

~ the. teacher responds to the content of the called out answer or comment, then,
‘Call out (CALL) is chegcked for the type of feedback, - The teacher is essen- .

Tiéll&f]ef#ing the answer or comment that was called out by the ofher child

" serve as feedback to the first child. However, unless the teacher or the

;) ,
, Ed
first child uses the called out answer or commenf in ThlS way, it cannot be
7 J : - P .,
* checked here. - -

_If the teacher responds to the child who called out by accepting his
. answer, the next line of coding should describe this by noting That child's

nuhber, call out (CALL) as the type of selection, and then &ﬁe rest of the

- -

interaction gs it occurred. If the feacher responded to the call out with

it should be noted under Behavioral Contacts.

some behavioral comment,

Sustaining Feedback
e P
The next four types of feedback are gonsndered SuSTalnlng feedback. They

are dusfunguushed from fermlnal feedback. in. that, by giving These kinds of

A L] (IS

feedback, the teacher &Q@reqU|r|ng the child To contdnue respond|ng, elfher

-

¥

y to jthe 'same qaesfioq or to a-new one.

< ' New Question (NEW Q). This category is checked whenever the answer to
., . the question just asked has either been given:-by the child or supplied b§ ~

the Teacher or another child, and The question is 'no longer Open to further

E

aTTemst at answerlng, and the teacher sustains with the child by askKing

.

a new and different question.

The dlfference between this Type of' sustaining
;@feedback and the next three types described is tha} this type does involve a

+  new question to-the same child because the last question has somehow been

<

+ . answered. The next Three types ,involve sustaining The same question in an

Whenever New Question (NEW Q) |s

.

. attempt to improve some previous response.

77
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checked, the next I?he of coding shouid have the same child's number and
. -+. Continue (CQNT)fcheckéduas the type of selection.
., f-ﬁjr——- o B

e ' ’ L i e T [ “ .
Repeat question (RPT). “This categdry is checked whenever the teacher eifher

3:4]

repeats a quesfioh verbatim, or asks some kind of a proddfng ques+}oq; it is
also checked if the teacher in any way indicates that she is sti)l waiting for
" an'answet. The important point to remember about Repeat (RPT), feedback is. ..

]

-~

" “that the teacher.is not Suppiying/any additional information Sé;ohd the originat
question,.and therefore not giving any clues to Thg answer; but is also—not
eliciting any other kind of answer beyond thdit r’e:quesfe;‘ thé original question.
This feedback simply indicates to the child that the teacher is waiting for a

response. (Therefore ET often occurs after a No Response (NR)by the chiid.)

' Examples: _"Do you'knéw?" T
"Can you answer that?" .
' . "Well?" : . .
"John?" “
. Rephrase/Clue (CLUE). This category is checked wherever the teacher gives'

the child a clue fhaf could conceivgsfg direct his thinking fo the rjghT.answé}.
However, the child's arriving at The correct answer is not "gyaranteed 8?<Th?

2 - E B
» clue itsetf. In other words, the teacher is not giving away.the answer by

- . -

providing the clue, but is doing something.that could help the childsthink of

the answer by himself. This occurs only after an initial Incorrect (|NC)

-~

‘ answer, a "Don't Know," (DK), or a No Response (NR). ]T\can‘be coded on. -

the same line as "Correct" if that line represents &n "Error Correction." 'That

£

is, you can answer a clue-question correctly, then be asked another question

which also serves as a clue to the original questian.

- B

Feedback that falls into this category may be one of two kinds. The
teacher may give clues that are essentially rephrasings of the original quesTi;::>

and therefore will lead to the same answer desired in the original question.

- ./
LRIC - 78 SO
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AnoTHer_Type of rephrase/clue (CLUE). is a new qjﬁsfion that is asking for

a differeﬁf‘aﬁswen than fhe origfnal question, but which, .when answered,

-~

will help the child arrive at the answer to fhe originai quesTioﬁ. An exampTle

of a Rephrase/clue (%LUE) for the question, "What was the name of The‘boy in

the story?" might be "Its the same as the name of someone in our group," or

"I+ starts with an R." This would be an example-of the first type of Rephrase/
gige_(CLUE) Jus+ described. An example of this kind of feedback usung a new
questien for this same original~ques+ionimighf be "Well, what was his brother's
~;;;e‘?" In both cases, the teacher is not giving eway the answer, but is giving
the child clues which may help him arrive at the a;swer‘by himself

C e

Rephrase/Give (GIVE). Thls type of feedback is recorded whenever the teacher

simplifies the question to such an extent—that the child is almosflguaranfeed
to_answer the question correctly. Therefore, it accomplishes essentially

the same purpose as~+he Bephrase/c1ue (CLUE) feedback, except that the pro; .

hy

babi lity of the child using The clue toarrive at the correcs answer is lncreased
to &lmost cerTaLnTy; The Teacher may accompllsh this in_several dlfferenf ways,

and the coder’ must make a decision as To whher or.not The teacher is essen-—

-

t+ially_giving the answer to, the child with easy clues or is giving clues that

do not make the answer obvious. ) : -
, .

Therefore, the dlfference between a CLUE and a GIVE is a matter of degreef:

. 5, &
of slmpllflcaflon _Lf the .coder is uncerTalﬁ about which category a clue falls

into, then CJ Clue, §ﬁou|d be coded

i
%, @'
Examples: "Hls name, rhymes with ﬂandx but starts with an R.!
. ' "Well, i - pomma of a worm?" ok .
- . Affer t+he has hesitated on reading tree, the teaCher says

"|t's th tall thing outside the window with ledves on it."
or says s "T=r-r-r-r-e-e-e," fading away before actually
saying The;word

b
.
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. 'Resulrs of Sustaining Feedback r ' -
The two Foiﬁﬁ%s labeled IMP and UNIMP are to be considered every time and
only when a Repeat (RPT), Clue (CLUE), or gixg.(GIVE) has been coded. ’In other
—words, Tbis section is completed whenever there is sysfaining feedback which

attempts to improve the child's response. Therefore, the ne§; line of coding

will have the child's number repeated and Error Correction (ERROR) checked for

3

selection. < .
L When this situation hasyoccurred, t+he coder should decide if the sustaining
. feedback of Tbe teacher .did fndeed improve the child's response. An improvement
is defined as changing a No Response (NR) into anything else¥ and cbangingsan .
IncorrecT (INC) response or a Don't Know (DK) requgfe info a CorrecT response.
Ii.an |mprovemenf occurred as a result of the sustaining feedback fhen mgrove-
-v‘menf (IMP) should be checked on the same |ine as The check for the type of feed-

back“‘ Therefore, the indication of -mgrovemen¢ (IMP) should correspond to fhe

answer described in The next Inne for whuch Error Correcflon (ERROR) has been

- -

»

.« checked. 1f.no improyement |n~The chuld‘s reSponse occurred because of The

’ « 4 '\a

= ' feedback, Then No Improvemenf (NOIMP) should be checked on rhe samé line as The

H
check-for the susfalnlng feedback.

e No checks should appear in These ftwo colugns .when There has not been a

r - i .
check in one of the last three columhg of Sustaining feedback. (RPT, 'CLUE, GIVE.)
lb " - 3

<

s
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" This secTion of the coding sheet 1s‘used to record certain information

S

°

é

about behaviaLal contacts bhetween the teacher and child. nehavioral contacts

are defined as non-academic occurences which concern the child's classroom -

" behavior and its aporopriateness for the academic settine.

e

. -
is not .,used to record any procedural, routine contacts, such as askinn a child

to pass out books or to turn in his ﬁaper.Wﬂgh he bas not bhean told hetore. In-

stead it records onlv corrective contacts (the child was not hehavine anproori=-

~

ately for the circumstances) or praiseworthy behavior (¥heychiid was héhayinq

-~
_so aporooriately that the teacher calls his and othersTi attention to, it.) Like

response opsortunities, only putlic behavioral contacts are regorded.

. In_ceding behavieﬂéluﬁéﬂfiﬁféz.ldﬁTi

-
\ g &

S

n the

4

Y

¥
~ o,

then enter a number<describina the behavior of the child which resulted

=

aroup, the codef should-enter #he

¢child number (CHLOJ) in the appropriate column. (' for males, Fifon females),

in the

~

_Teacher reaction, then a check under ggglgég‘onlv one of the §ix columng whiceh

5

deécribe the teacher reaction to that child h&Ravior. In addition, the

>

- catenory should be considered when a }feacher rea

it will not accur on'everv line.
‘ H

-

w -~

.

ction has heen checked, althouah

ﬁhen an out-of-aqrouo contact occurs, instead of notinn the child's unioue

number, the coder should write 078" under the ' column under Child 'lumber =

S

en N .
(CHO#). This is true whether the contact concerned a sinale child OF more and

L

S o

O

ERIC
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:
whether the sex of the chi.ldren invpgved was male or ferale. There will never

* be a 998 under Female (F). Out-of-aroup contacts mav onlv he, shown for tehaviors

- ‘“ll—lnt [Note: This is®@imply 3 coding convention to facilitate data tabulation.]
The in=group child behaviors discussed below are all inaporopriate in nature

. . A . .
except for 710, Praiseworthy. Therefore, all of the in-aroup behaviors with

> s .

this exception:must be codad alonc with a corrective teachér contact of some

sort.,
k <

The teacher's reactions to be descrihed below are either favorahle (“raise),

e~ X . e s .
non-existant ngnore) or corrective (“anansment, vWarninn,glriticism, or 'orverhal

”

Intervention). Therefore, oniv corrective teacher feedhack can follow inannro-
< priate in-aroup behaviors as defined in the first nine child “ehavior catenorias, ,°

and onlv Praise can follow a child hehavior of Praisevorthv, The onlv in-croun

e e e e

child behavior which mav he gecorded with an lanora teacher reaction is a "allout

* unacceoted. - -
. I S e — 4 ..
o A . . . . “ﬁ . .
then out-of-aroup contacts occur, anv teacher reaction is anplicahla, with
- - .

// . -
The excepfio%fof an lanore followina a teacher-iritiated contact.
% SRR

! * . I - '

' For each line of codina of a behavioral contact, onlv 9ne child hehavior

v -~
. ¢

- ~L s “ _; .0
number. may he entered, aﬁd onlv one’ cateqory of teacher reaction mav te checked. .'°

» .

If a teacher corrects a chila for more than one kind of inannronriate hehavior at

the same time, use the “ehavior numher of the more outstandinc deviation rom

~ - *

* - . -

- -~
approoriateness. Ffor examnle, if a’'child was é[umﬁlno and also starinan outside ,

and the teacher renrirmanded him for both,*fhén the hehavior +o Be noted would be .

the inattention, since this is nenerallv more indnnropriate (nwt nayina 2#tention

v

at all) than slumpina (havinn attention hut not sittina un straicht.)

Aruitoxt provided by Eic:
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T L

Child Behaviors . - T L
’ The behavnors and their nunbers listed aﬁ The—Téb of The codina sheet are

. N . T oe
to be, used To descrlbe the children's acflons Whlfh |nsT|0aTe reactions from ' -

' Ay

'The teacher. The first ten apply on[x to children being observed }n the -aroup

R > - \ j v ',a’ 3 k.; R .
aT sthat Time. 'S . & L . 3

.. .
a~ L I ¢ g

In-group 3ehaviors L . -
- ———— - - Ty v ‘}, ; . . "
', ) -~ R b4 .

. < - P
I. Call out unaecepted. This caTeaorv is used to describe ca130ufs bv

A

a single child when the teacher did not acgept their academic content. Her

‘ N . '« s ~3 - .
reaction instead was ,either to fanore (17™HR) the child's behavior d? Yo délivar
L] " Tt " !

some behawiora) comment 6n it. The important feature of Tall out. unatcented

°
. Al .
» -

-

is that fT was made bv an individual child and the teacher did not accepf—%he

.
- . . -

écademic coh%enf of it. ”all outs in Th|s case are o? erpresT onlvsif they
N H

-occurred in.response To a auestion just aqked hv Tha teacher or |in response 1o

another child's answer. That.is, thev somehow |nTerrunT the qubsflon:an wer-

Jfeedback sequence that is described |n The "Response Onporfunlfles secNon.
© , oL, . ' -
This means that sponT%neoOs~commenTs by chiidren when the teachdr is not ouéstionina

ther as a groap (such as durinc a time when all children are supnosed To he
< £ ! l' ! et ‘v ~ .
working on workbook activities .in the aroup? are not relevant for coding. Also,

.

) : . . a2
+ any comments that are irrelevant to the auestion bejna asked at that #ime are not

’ » Ny e K/ . . . .
included in this €odina. *Only callvouTs that pertain to the academic interaction i

s

A
-

Thaf.is qoinq on at that tire between teacher and a child and that interfupts (os
¢ : .

-could interruot) fhaT interaction are of infterest for codina.. . .
2. Call out accented. Thls cqfenory is uqed to describe cal{ ouTs whlch .
v ' a* AN
were accepted by the Teacher for. their 'academic content but were also reenoqged

.
A ¢

-

e Tonbehaviorally._ l*AThe call ouT was adcepfed buf_nof resgonded,To behaviorally .-

e N .
> L P ;. ¢

s
»

CRPNS L

“es

.WLMM‘*'«“-:%;“»' .

2 e

-




3 / - ) .

in some way, no entry is made in the 'B3ehavioral "ontacts section. wifor thg s .
. ¢ %

;J cateqgory, lanore (I7'10R) can not be coded, since vy acceofina the academic content

4

, ) o '
- of the call out, the teacher c0u|d not ianore it.: .ra 5 (DQAIS) is alsoe in-

apolicable. The same criferla for deTermunnna a codabla call out snfuaflon

: Jjust described under the headunc of Call 0uT accnofed ate also releyant here.’

(23
- -

; T 3. Individual inaopropriate. This catecorv is usgd to describe‘anv ha-

3

havior by a single” cwnld Nthh is not dnsrupflve to Thegre;f of "the drouq huT
L° ¥ .
which is, responded to by ‘the teacher in some way. . “nlvgcorrocfxve Tvoes of
teacher reaction are'possihle here, and so "raise (“”Als) and’ lanore (17107)
Y r g N . 3
cannot be coded. The rmost typical examole of individual inaoorooriafh rahavior

3

‘o
* -

. is lack-of atrention to the lesson, such as starina awav from *tha—oroun out the

* ‘ . 4
J ~

window, sleenina, e‘t._.ﬁuch mishehavior also excludes two3e individual hehaviors .

described in other cateqories helow. o

3
2

X 4. Social talk. This catenorv is used to:descrihe %napnronpriate interactions
3 4 .
Between two or more studen*s in the aroun. |t mav or mav not he disruntive to
\ - - . . «
L] . N .
other children in the nroun, and if mav®ar rav not ha friandlv ip nature. “inca

-l‘

it describes an inaporooriate hehavior noticed hv the teacher;-the categoriks

of Praise’ (PQAIQ) and . lqnore (1=!) are not anplncahle hera.

e =

v

—

5. Private Nisturbance. This dnscruqu behavior bv onZ individual child

: / [

.

in the qroup that is disruotive to the_bfﬁér children’ I+ is to D distincuished

-

. " from Individual Inaporonriate hehaviors hv the cgllsripn that it could disturs
13 : . - . ‘ .
someone besides the teacher (although the other children ara not likelvito
= ) et
exhibit irritation). fxamnles of disruptive hehavior miaht be sgincinJ fret and
) 4 — - y ’

kickina the chair loudlv, talkina to onesa!f lowdlv, or standina on top of tha .,

chair and dancina. Aadin, “raise (PPAIS) and lanore (1™ are not annlicarle as
-t . T — - .

o catenorf es af teachkr reactions. . L : &
"p. “ ' ' - : - ) ‘. N ,
l 7 -
E TC SRR - : — " '
Wi;ﬁﬁ ) . o 534 : 3. .

-~
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[y ~

. ; ; § -

6. Posture. This cateqorv descrihes anv inappropriate hehavior refated -’

—— e e .

to sittino sTraighT,gspacino onese!f .from the other childrén, facing the.rinht

‘3 1 e . . ! . . . .

o ! i ¥ . I
direction (except whén.the child was oriainally in the rioht place and has furned

AN

. érou%d to attend to gomefhinq in the room--this would fe an examnle of individual

{7 , s

"‘ . .’S-‘ . . . . 3 ! N PP
ipappropriate behavigr), or <anything else which primarily has Yo do #ith position- N

ing oneself appropriately for the reading o?oup.

any of these contacts will,

.% . N .o %q" - . N : -3t . ¥ .
come at. the beginning of the group, althounh there mavt e reminders fo Tsit 0h
- I : .

H

' .sf;pinhfﬂ Throuqhou?}fhe lesson. Any°cateaory except Praise and lanore () s

‘
bl . T
.« — -

aoplicable here. ‘ .

. i} ® ’ . . ) . .
7. 'jéferials.,‘ Anv behavigrs related to the inapnrooriate use of scrool
Ve N l{ﬁ L4
materi " in the »roun is -descrihed here. This includes holdinn hooks, usina or
§ AN ,

not usina markers in readinn, cleaninn transoarenciss, heldina nencils or

} .

.

SN ] : .
crayons, -turnina paaes, efc. Any cateaorv excent Praise and lanore {17*') can bhe

. )
used to descrihe the teacher's reaction to siuch héhaviors.
) g - ' . . - .

) 8. Fontraband-r This¢ category includes anvy usa of inapprooriate matgrials

N o . _°
in the qroun, such as *ovs, chewina qum,~candy,, other schoo!l work not oertinent®

) »
to reading, etc. It is *therefore to he distinauished from “‘aterials in that tw»

.

-
, latter descrites the inappropriate use of school-related materizls, while €on*ra-
. 1 . . ————
band refers to the use of inappropriate materialg. Therefore, Pradseand lenore®

4, . L3 ’ .

’ - < - : .
are not asplicable as teacher reactions for this catenory. ) .

. 9. Other in-probpu This cateaory is used o descrihe other behaviors that

* ’

. / ) ’
do-not fit into the catenories.describeq above in “1-8, which lead to some correc-
—= '.tive teacher contact. . L. .
b . & .-
’ - - h ‘ - ¢
.. 10. Praiseworfhv.. This is a catch-all catecdrv for anv hehavior which is

o o e e

. nraised hy the teacher for its approprigtenass and aoodness. Therefore, “raise
- , ; . ‘ LRI
- M . L d

[
“ * B
\)‘ . . . B § »-: * )
b E MC \. . . : 8 a . ’ . ) .
P e e B : . . . .

., _ ¢

-
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* . ~ L
’

{PRAISY is. the qglx cateaory of teacher reactio® which i< annlicahle for he-

-
I

haviors ‘described in this cateaory. "emarfer that anv behavior classifind Fera
RS .
Et

must be a.behavior, that 45, not an answer &r mental process which js more ;
R ° ~ o N B
P - - o «iv - T ) - ] " - < n M
appropriately descrihed in the ‘ﬁésponse “nporturities' section. ©
v " . . . , 4 . -~ . 2
- o0 . 4 1o o ° *
Out of Group Jekdviors 7~ &7~ "~ 7~ 7 - o
- - e -l v vt - '\: . - C - - .
. Y " s

< M R . . . " . 5
The next four catecories descrih9=contac+s bv. the tezcher with children out-

e 3

. N — 5 »

SO .. s e ‘
side the aroup at that fime. Two distinctions must he made herg: contacts mav
X . i Fen .= - > .
be either child-initiated or teacher-initiated, and thev may he ejther hrief

-~ .. B st

v’ . - - \
or lonqa. ‘ - o . - . . ot
T . - P AT ’ @
This results in four classes’of out-of-arous contacts: !
- . ’ N ppuewers.  * .
) tl. Thild initiated brief ( 7 init brief) - “
h ® TTTEmm e : >
12. ©hild initiated lona (7 init ionn) -
- .. - - ’ - . - . " A -
A3, Teacher initiated brief (7 init brief) . . -
+ ———— ”GT“'"‘”"J ) . N 4 ' g .
. - ] 4
: . I4. Teacher initiated lona (7 init lona) . ‘ S

.

A gontact is considered to we ctild-

phiId—injfiéfeq“xﬁlﬂzeacher initjqfed.

initiated if the teacter does not resnond until a c¢hild or children annroach hor
. * : ¥ -

. IS y

to deliberately aet -her attention. The reeson for such anoroach mav to~ acaceric,

-
. . —_

. “ . . )
procedural, ot personal. # teacher-initiated contact
. ¢ . 12

occurs when the teacher .
L]

.

notices and speaks to a student who has.not tried to net her attention 5v a2cnroach-
o "p -

. ina her first. Thereforc, tha teachar'@nterrunfs thin lesson herself.
a - - . b -
hen anv contact results in the teacher ieayinn the aroun, it should ~e )

3 ’

. » N <
noted at the ton of the codinm sheet and-her absence timed., "hen this oocurs,

ot

>

there should be no line of codinn ip tha hehavieral section, Rince the time the

teacher is out of “the aroup ={1| automatically he. considered a lona out~of-aroun  ° .
- X . . . -

confbéf. . ] A .

: . ] . " "V' * ¢ . . : ., N
O - . 5] . . ’ :. .. ’ - . ‘:
ERIC™ - 86 - -5
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:
» ' ‘ *
d e - . i

-

Brief vs. lonq contacts. A brief contact is one in which the teacher resononds

» -

to the child with a few words or a non-verhal responses:and onlv takes a second ,

r N -

. or two to do this. Her reaction does not detract from her conduct of the lasson.

- e «

A lonn contact is one-in which the teacher takes merc than a few words to answer
o 7 {“ £l L s . . B
’ the child. Examples of'hbrief reactions would he€ the wave gf a hand, "ao hgck to

. 3 -

, your seat,” '™No," ”Thaf;s-fine,“ "Okay.  Fxamnlés of fona reactions would he "
Tl [N -
- . o, | have told you never, to bother me up here when | Teach:ﬁﬁ@?eadnnn,— ut LT
4 B 2 . . 1T it .
your work in. the basket when you're finished, ' "Sharon, if you don't settlie down,
. I'm qoina to keep you after school.” 3 -

p .
The coder should remember when observinc child-initiated contacts tha+ she/he

3

1 - . -
is recording the lenath of the teacher's reaction, not ghe lenath of time that

the child is arounc the teacher, unless the teacher reacts to the child bv stoonina.

¢ a . - .
*®, o~ . : . . ’
the- lesson and-ltisteninn for several seconds.

& * ~

4

~ N N N

~ Teacher “eactions -

. \ , . . .
Praisg (PDA]S), Thi? cateaory is checked whenever the teacher resoponds

favorahlv to a child's behavior and lets him know hv comnlimentine him +hat

she is*pleased. Tha only categories of child behavior whigh are aopiicahle

here are “rajseworthy (%13) for in-&Groun contacts and fne four out-of-ardup con-
- = -
tacts. : ]
%

.« . o -
Ixamples of. Praise (PRAIS) are "I like the wav Man is sittin~ up today and

payina attemtion," "Sandra, you're workind so well today. 1 Haven't .seen you
. . 4 L - ’{ N
- #\

and "You really

+

talk once.” '"7ood, you're rememhdPing to use your marker: fodav,'

ta
~ "

‘paid attention when | ranc the bell, Tick.

e s

Aruitoxt provided by Eric B
- .




or the delivery df punishment of some sort. It the teacher somehow punished a

’ was aware of. It is Onry used to describe The teacher's reactions to ouT-of-

'dof‘ponve9 any threat of punishment. Warning (WARN). This category of correc-

83
Ignore (IGNOR). This caTegori is used whenevef’ the feacher's reaction is ¢
- .
to |gnore a child and say noThlng to him about a behavlor which she most likely

é A7
3

group child-initiated contacts and the, first category of inappropriate in-group

behavwors Call obt ungecepted. When the coder feels@#haf é call out was h,

obv:opsly heard by Theggeacher buf noT responded To, she/hé should use this cate-
¥% o
gory But if the coder is unsure if the Teacher hegrd The{call out or not,

Tben it should not be £od edf Thaf is, the only cal fouts of interest are

tThose which are obvious. enough to get the teacher's attention and could edsily

be ascribed to the correcf child because Theyywere ¢lear and Ioud enough.

Management, (MGMT) Warning, (WARN) and Criticism (CRIT). These three |

cafegories are used to.descpibe verbal corrective contacts by the teacher.

They differ in The degree of |rr|Ta?|on and anger and threats and punlshmenT '

expressed in the reaction. ManagemenT (MGMT). Th|s is the mildest form of

. ™
correction. It is delivered in a_calm, unirritable fone of .voice and does

o N

" et N . N T
+idn is identifiable by a tone of irritation and perhaps an implied or stated

threat of punishment in the message. Criticism (CRIT). This is the most ex-

treme. form of correction. lf |s identifiable by either an angry tone-of voice

child by taking anj actions because of hfs behavior, then Thé'reacfion should

- £

be considered GriTicism (CRIT), even if it was delivered with a pIeasanT_Tone.
Examples of this might .be puTTlng the chnld's name on the board to stay after
schooi~’sendlng him to the time-out Qorner, or Telllng him that he has lost

playflme privnleges. In addition, any correction delivered by shouflng aT the

child, berating his character, and being generally nasty should be considered ‘f

X

Criticism.
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o e

l: . = -~ 84
s ,
° An example of disfincfﬁons might be: N . _—
- "Please sit down and ge#»back to work." dellvg{ed in a calm manner. S~

(Management) 3 .
"Janef Af you don T get back to work rlghf no% you can't go out
— to recess."” (Warnfng)(regardiess of voice Tone)
. ?
"Sharon, get back f worK?" delivered in an |gr|*able Tonez “(Warning)

- , ‘ :.
"Kelly, you're the worst worker. in this class.j | don't knqw what 1"m
2 going to do with ya% " (Eriticism) (regardless of* tone) ¢ .
’ - e
"Lee, your name is~ ing down on the bad workers list." (Griticism)
) (regardiess of fong
“ -
- "Charlie," shouted “angri ly across the room. QCriTicism)
) "Charlie," said in .&n irritable tone, |mply|ng, "if you don't.
3 (Warnlng) - y

} . : .
"Charlle,“ said qU|%TIy, ¢a|m|y (Management) ' ‘

"

Nonverbal |nfervenflon (NVINT) This category is used for corrective con-

tacts which are delivered by gesfgres and/or expressiéps without the use of ;
words. Examples migH? be ghakingﬁa finger, tapping someone to get attention,

putting one's finger ta mouth to indicate "shhh", putfing hands on waist and

looking like one is abouti%o biow up, and shaking the heads This category may

. be used for any child beh%gior excep1fPraiseworTa;, sipce it only is concerned
with pehavioas which neeaicorrégfion. . ‘ Qi

Sgeciffdifxﬁ(SPEC). f;his catégory is‘To be doub;a—coded w{}h’one of the o

— s W

_other teachet reaction categories, with the exception of Ignore (IGN). It is
similar in meaning to the Specificity category used in the dResponse Opportunity”

s
" section. When used with Praise, it indicates that the teacher stated what be-

»?

habior she was praising _When used with eny of the corrective categories, it ip-

dlcaTes Thaf the Teachg{ def:ned an alternative behav1or whlcajwnﬂd be accep-
" . w-.”‘-? : °

!-, . - .
Tab'e. .J‘J et N - v o

~

ERIC . 1] : ~
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Examp les: "I Tike the way you're sitting up so straight." <.
< —

"Don't bother me in reading group. Sit down until | have a
chance to come and check your work."

"Sue, turn around in your seat and concentrate on your book in-
stead of talking to Bill.,"

»

b

re
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_the Teachér and "Qe" wull refer To the sfudenf

INTRODUCTION , ° , 89

» °

The insfrucflonel model" is based on two general pringxples concerning
children's learning in small groups: . )
. \ - R

1. It 1ds deslrable to have a balance be%ween a.) an efflclenf group

s*ruc*ure in which the pace is rapld enough . To maintain inferesf and attention,

) 5

,and b ) a group s?rucfure whlch ‘hetps The Teacher to make su?e that learnlng

o

t

is taking place for evegx chIId = R ,

A . 1

2. 1t alsois desirable that chlldren learn to‘respond’to every teacheér
4 ”

-

question, but without feeling anxious about Raving to make a response.

7 . B N ~

"Aocomplishlng either of these goals requires teacher judgment at many
points ln the {esson. How falt should questions be paced ro,leep attention
and yet not I05e anyone?" How long can you walt for a response from an individual
wifhouf losing the attention of fhe rest of the group7 Whenvshould you end a

child's response opportunity if he might know the, answer but seems afraid to

v o L7

say anything? How long should a child be urged to respond before such encour—

agement creates embarrassmenf and anxiefy?’ R
1

§
d

Specific answers to these questions cannot be prepared in advance, since

+he situation is different for every child and'every question. However, the

sysfem of principles outlined below can be used as a framework within which

(}he teacher, who knows the children, can make .decisions. . . %

L9 ’

The principles are presented below in a brief list. " In the next section
they are discussed in greater detail, along wifh the rafionales and background

information related to them. The sysTem is lelded into fyo major components:

1) organtzafion and mangemenf* ahd 2) teacher. responses to children S answers.

- -

In order to avoid confus:on of pronouns: "she" will be used to refer fo -

/




\

2
feacherafac?s the. class. =+ T ' )
A7 : . ’ &
INTRODUCING THE LESSON , . 13 . .
- _.3:‘;Ihe teacher lnfroduqes the lesson with a brief overvnew.
' ﬂf’4.l The teacher presents new dbrds clearly. 7 .
5.. After presenting new words, the teacher has fhelfsildren repeat them,
6. A demonstration or explanaflon precedes the children's affempfs fo
) " do the works Lo - o ) o .;
. B 4
CALLING. O CHILOREN - ‘
7. The feacher should worK wlfh one child at’a time, so that everyone is
-oichecked and receives feedback T ) ’ -
. 8, «Thé teacher should call o children ln order rafher fnan randomly.
" * 9, - Occasionally the feacher' uld quesflon a child about anofher chlld's
. response (to keen eQeFYOne'alerf) A . -
* o« 10, The feacher should mlnlmlze calllng on volunfeers. *

OVE@ylEW OF THE PRINCIPLES .

.

“ORGANLZATON ANDMANAGEMENT . .

£ ’9

GETTING THE CHlLDREN'S ATTENTION

The feacher gefs everyone's attention before sfarflng fhe lesson.

The chl}dren sif with fhelr backs to the: resf of the class while the

Il. The teacher éhould discourage call oufs and shotld enphasnze fha

1 eich \\\\\\\\

child is. responslble for the question asked *of him,

¥ ©

2. The teacher should avoid rhetorical quesflona5 answering her own

* .dde3+l6ns, or repeatipng questions. TﬁEQe confuse the children.
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MEETING INDIVIDUAL LEARNING NEEDS WITHIN THE GROUP, _‘ "

2
<

13, At Some poln+ the +eacher must declde if the whole group can meet the
lesson's objectives. |f she decides they can, she should hold the group

together, making sure ‘that everyone masters.each step ‘before moving on to

« ?

fhe nexf sfep. > ‘ , .

s

l4 lf The'feacher decldes that everyone cannot meet the obJecflve, +he
sfudenfs who can do so should be taugh+ through to the end "and then

dlsmlssed so that +he'+eachef can spend more +lme with the other childrem

l5. An excepflon +o The above - occurs when the teacher Wants to -use a
student who has mastered the objective as a model for the others. Here, .she

may relelﬁ one or more such students In the group in order to carry on a

PR R ~ VY *
N ? [ e e T
. : H ot [ T \

dlalogue.

-

16. |f some of the children do not succeed ln meeflng the objecflves before

lesson time is up, aFrangemenfs should be made for: exlra Tuforlal help.

/
. RESPONDING TO. CHILDREN'S ANSWERS . .
The Teacher s. feedback +o children's answers depends on 1) the type of

¢
\)

quesflon (whefher it requlres memory -Or reasontng)

2) the pace of question-

lng (whether rapld for drill or slower for more Thouthful quesilons), and

=

3) +the child's answer (correct, lncornecf "| don't know," or no response).
" . :,o
WHEN THE»CHILD DOES NOT RESPOND ) .

Al

-

. 17, Affer asking a quesflon, the Teacher walts. for the,cblld to_respond '_

Ao oA

and also sees that other chi ldren walt and do no+ call out answers.

Y13 g

Durlng rapld paclng, she walfs a few. seconds and glves the answer. During

Thq more slowly paced parfs of +he lesson, the Teacber should walt for

as she feels that the child is +hlnk|ng and will answer,

’

an answer as long

37 A.‘. P .
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. everyone eise heard and understood the answer. .

- . . . 92 -
but not so long as to embarass the child ot'lose the other children's . o

3

attention. .

I ¥ the chlld does not respond within a reasonable fime, fhe feacher

should indicafe that some response is expected by probing ("Do you know?").

-

She should then slmplify (see #I9) aceording to the type of quesflon. . i

* -
- - . 3~

WHEN THE CHILD'S ANSWER 1S INOORRECT . ' Coa e

.« °

' 18. The teacher should indicate_that, the answer is, wrong, and then follow

L

) . L . ’ ]
simplification procedures outlined below for the'two types of questions.

r

SIMPLIFICATION PROCEDURES . .

19, The approprla,e simplification procedure is defermlned by the Type of

* @ . ) LY &
question. '

3. I f 'the question deals’ with factual knowledge that cannot be

reasoned out, Tne teacher should give the answer to the child B .
- .. \ ‘ B

" and Then move on.

-
. 4 .

b, If the quesflon is one fhaf the child could reason out wffh

help, fhe teacher should provide clues or simplify the question.

I f-The clues still do.not help the child, he should be ‘given ¢ /
- ' > ’ ) [4
+ the answer. The teacher shou[d'neVer ask another child to supply . .
the answer. ‘ -

WHEN THE CHILD IS CORRECT

’
> . — e — Sl -

20. The teacher should acknowledge the correcfness, and make sure that '

4
B -

*

PRAISE AND CRITICISM ,

.21. Praise is important but should not be used indlscrlminafely. Praise

_}hinking and effort more than just geffingufhe answer, and make pralse as’

- e &
© -
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N spéc(f!c and individual as posgible:

22. Criticism should also be as specific as possible and should include .
’ . . ) [ - . '
- 3 Y
specification of desirable or correct alternatives,
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-HIGH INFERENCE SCALES . ‘ p . .
N N\, ) R o B . . ',." .
ATTENTIONGETEING . [~ —*yes I o] - SEATING: Teacher- | 2 3 4 5(]Bynd." *
TRANS I TIONS : — — ' In _ Appl
. 1. Indlvid-routine > 1.0 n/a T Chile-1 2 3 4 SQ,Bynd
i. bell . 2. group Ts slgnal /1™ n/a Ch. S
- . 2. llghts 3, otfer v - - -~
e 3. verbal . _ . . ¢ __ _DEMONSTRAT ION/EXPLANATION - . - . ) -
time to group 4. indlvid-routine after signal g A 5 Teacher
time to T — 5. other.. - }. occurred, - .
° total number 2. needed/not occur . e »
. beyond . 3. not needed/not ocelr School
t 4. repetition of d R
routine [ ‘96{0 , - (
no individ-corrective , A !
Tchlld attending | 2 3 4 5 , o sfficy 2 op.
0% 100% - . #2. b, av, . Group
v S 3. av.
- GROUP; .
IN-GROY 1. yes | no | ‘ . ) e v
. . t. iIndivid-routine . - 5. ex. . g
time to lesson 1. bell 2. only Indiv corrective ¢ Date
’ 2. ~lights 3. other ; Checks for feedback:

no. of Indiv/ 3. verbal > . - 1. question " .

corwect . * 4. indlvid-rout after signal ' . 2. repeat
% child attendlng 5. other , ' ‘ . 3. demonstr |1 7start Time

b2 345 . total number f ’ 4, starts les -
0% - 100% v . . 5, none (wb) .
- = - ) . o - o ——t e
OVERVIEW: ) ) Children's Comprehension: Stop Time
content: . no instr. content ° 2. mech 3. specific content . 1. 0% . - .
motivs: 1. neg 2. nohe 3. nonspec, pos 4. speclf. pos. 5. both 2. 25% 1 A
q = - 3. 50% ' . ‘c__‘:j
voiceo: }. neg 2. bore 3. neut 4. pos 8. gush 4, 75% No. n-%fj'opp .
effect: t. neg 2. bore 3. neut 4, pos . 5. excltement 5. 100% ) e
— - _ R 6. Can't rate. .
BREAKING UP_THE GROUP: ¢  MODEL: S oS T 5 T 5 -7 5 9 10| LCo%r
< - 1, done W I. group __ 2. broken __ 3. nonel 1. begin : CHORAL:
2. .needed, not done 0 during \
3. not needed, Mot done ° Feddback: ' 2. glve ; .| GP. CALL QUTS:
- §.-acknowledgement ' chlid .
L. hlgh *teught, dl%imssed . 2. few specifics hon] .

2. highs dismissed’w/o teaching 3, moderate specifics : ' > ‘zosrf‘efd CUESTIONG: «
. 3+ o4 dismissed T4, trequaept speclfics .. both 7 — | 2T Rhet -
— 4. ofiter 5. always speclfic feedback T meither 2. Ans.Oun___
Expectatlons communicated: Expectations communicated: horal 3. Series

12 345 . 123 45 , . choral : a, Other____
reg no differsntial .| praise mdel, Limits comments ebout '"‘,“V- . , (note]
to low expectations - crit. others different.abilitles t ?. géme — = . N
\)‘ . ~ “ -~ P} i . . .
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Teacher, ) - Group ‘Time start - Page __of ___ ¢ + Child bchcv:?or;: N * . 8.¢ontrzbeed
o . . : : . T . NS 1.Callout uncccepted. 9.other i{n-group
School s g Date” ., Time stop Coder 2.Cellout accepted 10.praiseworthy
7 — - -, '————"& R - - ’ 3.Indiv inapp . . OUT-07-G2GQUP
of CONTEXTY 1.slow, no WB  ~Teacher out: ° h.Social + TT)N.C init briéf
: . 2.w3 1. Byd "\ 5.privete disturb, 12.C iniz lo3g

o I Cee . v - 3.prill 2, Byd _ 6.posture . ( 13.T init brief

—— S
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No. in s?o
¥

4 New reading 3. Byd 7.meteriald - i " 714,77 init long
. / - : S.Rereading - : X
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